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INTRODUCTION

On July 26, 1982, the Board of Education for the
City of Torontc (TBE) approved Recommendation #48 of
the final report of the Work Group on Third Language
Instruction: ‘

#48 That the Director 0 Education
develop a comprehensive, in-depth
documentation report based - on
available research and other valid

information documents on the
subject of Dbilingual/trilingual
education. :

(The Board of Education for the
City of Toronto, March, 1982, p.47)

This document is the result of work done to carry
out that recommendation. The document has gradually
evolved so that it 1is now. a review of 110 research
studies conducted during the past twenty-five years on
the subjects of bilingual education and bilingualism
and that are avatlable in -the English language through
the Library Services Department of the TBE. Research
on trilingual education is virtually nonexistent and so
~the term has not been included in the title of the
document although the couple of studies that were found
are incorporated. \

81lingual education is defined as the use of two
languages as media of instruction in part or all of the
~school curriculum and may be organized according to a
variety of models such as immersion, morning-afternoon
repeated -instruction, alternate days non-repeated
itnstruction or concurrent/simultaneous translation. Jt
.does not include schoo! programs where a second
language 1s taught solely as a subject such as in the
cases of ESL and FSL prograas. -

In some instances, bilingual education involves
two, languages that are official 1in a country; in
Canada, the languages would be English and French; in
Ireland, English and Irish; while in the Philippines,
they would be two of English, Pilipino and Spanish.

In other instances, bilingual education involves
one language that is official and one that is
non-official, In Canada, the non-official language
could be Chinese; in Sweden, Finnish; while in iran, it
could be English.

When the non-official 1language 1is also the
language associated with the children’s ethnic/cultural
background, it is ' referred to as 8 heritage language.
Children may 1learn their  heritage languages first in
the home, as 1s the case for many Mexican-American
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children in Texas and California, or they may be third
or fourth generation i{immigrants who do not, as|is the
case for many Jkrainian childréen in western Cana a.

Bilingual education programs are established for a

number of reasons (not ‘always clearly .stated in.

research reports). The purpose of some programs'is to
guide children so that they reach as sophisticated a
Tevel 'of bilingualism as possible; an excellent example
is the Canadian French t{mmersion programs | for
English-speaking children. A goal of other prograss fis
to help children make a more Successful transitian to
the language and environment .of the school and 1s often
attempted by first educating the children in their
heritage language; ¢this has been tried, for axaag!e,
with Aboriginal -children 1in Australia. ome
communities, bilingual programs are set up to h
children maintain a heritage language that they
exposed to in their homes; programs for Cuban child en

in Florida are 1l1lustrative. In other communities,

third, fourth and fifth generation immigrants may

.discover that they have become so assimilated to the

dominant culture that the children " are not learning
their heritage language. and may therefore want  a
bilingual program to help revitalize their language and
culture; such 1s the case for many Ukrainfans 1in
western Canada. In some countries, the second langua

is a highly prestigious one, representing the language
of business, higher education and upward socia)l
mobility as English is in the Philippines. In other
areas, the second language is {mportant because of th
proximity and {influence of another ethnic/cultural

group; consider, for example, the role that the Spanish
Janguage (non-official in the United States) must play
in the lives of many California Anglo children.;

Finally, some consider the atility to communicate in

two or more languages simply a matter of being better .

educated while others go even further and claim that it

actually ‘promotes the growth of the intellect and mind. .

The task of judging the success of a bilingual
education program thus becomes a complicated matter.

‘However, one ingredient that is essentially mandatory

is that of a comparison or control group and,
consequently, studies without some form of a control
group have mostly not veen considered for inclusion in
this document. Some investigators design their Studies
with more than one type of cnatrol group, each used to
evaluate a particular aspect of the experiment or

bilingual program. Others may have access to only one

type of control group and leave other ortions of the

appropriate comparison groups. Some investigators are
limited because of the expense of fncluding a
comparison group while in other cases they encounter
legal restrictions. A great deal of w:ight has veen
placed on the role of control groups i{r this document

.design somewhat weak because of the lack _of _other. . _. ...

- - R e
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-- the matter is repeatedly alluded to -- for it seems
impossidble to wunderstand the results of any study
without first having a cleéar picture of the nature and
characteristics of the contro! groups. - At times,
researchers include control groups but fail to provide
useful, explicit Jdetails.

Bilingualism 1s not easily defined or measured.
In the studies reviewed that compare dbilinguals and
monolinguals, investigators identify and choose samples
of bilinguals according to a number of different
criteria and strategies. _dow bilingualism 1{s defined
influences how results are interpreted. Some use the
Hoffman Bilingual Schedule (Hoffman, 1934) that
requires each individual to be interviewed and consists
of such questions as extent of second language usage
with various —embers of the family, extent and language
of reading matter used by wmembers of the family, and
second language socfal and religious functions attended
by the 1individual and wmembers of the family. Other
researchers make use of a Word Association Test
developed b¥ Lambert (1956). The test is an ’
association fluency technigue. Words .of the first and
second language are presented alternately and the
individuals are asked to write down as many words as
they can think of in the same language that seem to “go
with® or “belong with" each word. The sum of all the
associations to all the first language words are
calculated (NF). The same 1{is done for the second
language (NS). These two sums are then used to
calculate a balance score:

(L0

Balance = NF - NS x 100
HF+N§

A zero score indicates perfect balance between the two
languages, a plus score means first language dominance
and a minus score second langua?e dominance. Another
test developed by Lambert, Havelka and Gardaer (1959)
is called the Word Detection Test. In this test it is
postulated that DbDilingualism might express itself in
the facility of finding short embedded first and second
language words (say, for example, English and French)
in a series of lettérs such as  DANSONODEND.
Approximately equal numbers of first and second
language words are embedded in each group of letters.
A palance score iIs a1so calculated for this test.

Frequently, children are labelled bilinguals, but
their actual areas of strength 1in both lan?uages are
not spelled out. Fishman, Cooper, Ma et al. (1971)

developed an instrument. to help.determine. the contexts . ..

in which children are proficient 1in bath Janguages.
The measure calls for children to name objects commonly
found in settings associated with the domains of home,

10,
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education, religion, and neighborhoed. - The eetting
might be, for example, the kitchen, the school, the
street, and the church. - Co .

Some researchers have subjects rate their own
abilicy to speak, read, write and understand the second
language. Others estimate the degree of bilingualism
according to the number of years a student has been
studying a second language. Intervieys with the
parents are often used as a source of information as
are interviews with teachers. Experimenters may also
choose to engage the individual fn everyday
conversation and switch back and forth between the two
langyages 1{in order to determine. the degree of
" bilingualism. Place of birth, place of residence and
family names have also been used to assess children's
degree of bilingualism. .

The vast majority of ¢the 110 studies reviewed
involve children 1in Kkindergarten and the early
elementary grades and very few of the researchers have
followed the children for any more than five or six
years. :

. M‘\

This literature review has been organized for the
most part according to dependent variables; that is,
aspects of children's education and development that
may be affected by bilingusl programs and bilingualism.
However, at times, 1ndependent variables become the
focus of discussion.

11
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RESEARCH LITERATURE REVIEW

Speaking
Speaking an Official First Language

Six studies have examined primary pupils’
abilities to speak their official first language while
educationally immersed 1in a second official Janguage.
Five are of "Ontario and Quebec English-speaking
children immersed in French and the sixth is of
California English-speaking children {mmersed 1in
Spanish. While immersion programs each have their own
characteristics, many have been modelled after the St.
Lambert French immersion program that began in Montreal
during the mid-1960's and which has beern briefly
described as follows:

In September 1965, the South Shore
Protestant Regional School Board
began its first experimental French
immersion classes for a group of
English Canadian kindergarten
pupiis. Pupils attend kindergarten
and, grade one . classes taught
exclusively in French by
francophone teachers. English,
their mother tongue, -is formally
introduced for the first time 1in
-grade two, The amount of English
instruction 1s gradually fincreased
s0 that by grade five, the children
are participating in an essentially
bilingual . program with both
anglophone ahd francophone
teachers. - : U
"{Campbell et al., 1973, pp.106-7)

In evaluating speaking in these studies, children
were efther expected to tell stories or give
descriptions in their first 1language, English, about
stimuli such as cartoon strips and Rockwell paintings
or to retell stories in English. Usually the stories
were taped and sometimes transcribed for analysis. 1In
some cases, linguists scored the stories. according to
detailed schemes involving counts of nouns, verbs, etc.
and  judgments of fluency, enunciation, - rhythm,
intonation, etc. In other cases, adulty or adolescents
scored the stories globally on- B-point or 10-point
rating scales, Taken as a group, the findings suggest

* Bruck et al, 1973

fdwards &
Casserly, 1976
Genesee,, 1976(b
Lambert &

Tlc“l', mz
Sanuels ot a

{

Cohen, 1M

)

1969

that middle .class and—. (for.one . study)-working- class-—— - -~~~ “:;"

children in 1{immersion programs speak their first
fanguage, English, as well as their counterparts of
similar inte’ligence in regular programs. Lambert and
Tucker summarize their findings of five years of
~detafiled analysis as follows: '

12
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, They retell and 1{nvent short

~ stories in English with as much

' comprehension and with at least as

- good command of rhythm, intonation,

enunciation, and overall expression

as the Controls. Their spontaneous

productions are as long and complex

and" their vocabulary as rich and

diverse.

(Lambert & Tucker, 1972, p.203)

Speaking a Heritage Langqhga

Several _schools 1in MNanttoba and the Edmonton
Pubitc ~School Board have conducted programs in tha
elementary grades that have divided the 1{nstruction
time equally Dbetween two languages, . English and
Ukrainian., The subjects taught in Ukraintan in the
Edmonton schools were: Ukrainian oral language arts,

~soctal studies, music, art and physical education.

Children 1in these programs varied 14 their use o°
Ukrainfan in the home. They participated 1in the
programs to learn Ukrafnian, which one must assume was
a heritage language for most.

-

Evaluators in both settings tested the children's
oral skills 1in Ukrainian with the Ukrainian Language
Skills Test developed by the Edmonton Public School
Board and Tound that pupils {mproved from year to year
on the basis of pre-post testing. However, since

appropriate control groups were not tested and were
probably not availabla: no  definitive statement can be

chm‘ m P
Edmonton Public

‘ .mls' m B

Muller et sl o

made about the pupils' UkrainTan speaking ski1T1s. In
fact, 64% of 14 Edmonton teachers rated the overall
Ukrainian speaking skills of 22 classes of children as
“poor” or “very poor”.

o fenesee et -al., d1978) describe three Montreal
schools that taught English-speaking Jewish children
religious and cultural subjects 1in Hebrew; two schools
taught the remaining subjects mostly in French until
grade four while the third schaool taught the regular
subjects 1in English and taught French-as-a-second
language. Native adult speskers of Hebrew rated
tape-recorded interviews with the children on
pronunciation, vocabulary, grammar and
communicativeness; and, while appropriate control
groups educated entirely in Hebrew were not studied,
the authors seem satisfied with the Hebrew speaking
skills of the children 4n all three schools.

The acquisition and maintenance of Spanish by
native Spanish-speaking kindergarten children as
measured by a communicative competence task has been
shown to be better in a program where curriculum
content and concepts are presented totally 1in Spanish
for half the day than in a program where English-taught

13
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Subject matter is immediately translated into Spanish.
The first program, referred to as alternate immersion,
used Spanish 50% . of the time; the second progr.m,
referred to as concurrent translation, used Spanish 28%
of the time. In both types of programs, the staff was
.b1lingual and the classroom environment was bicultural.
No comparisons were = made with children taught
completely 1in Spanish, as they were probably not
available. =

The Redwood c1t{ study of bilingual schooling for
Mexican-American children 1in grades three to ‘five can
be described as follows: - T

-+o teachers and aides used both
Spanish and English with the
children. Generally, this meant
that Spanish and English were used
fn the same lesson, either .
interchangeadbly (word for word,
phrase for phrase, sentence for
sentence) .or one after the other...

Subjects such as math, social
studies,  and science were
introduced bilingually, even at the
outset, in keeping with the
teachers' simultaneous (concurrent)
uses of both Spanish and English.
Although the intention was to
introduce Spanish reading before
English reading, in actuality the.

CTTOUUTTEWO Swere introduced almost
simultaneously.

Because of . poor economic conditions, 60% of the

project children ' moved away. However, of those
remaining, a Spanish word naming task by- domain (home,
neighbourhood, school 4&nd church) and a Spanish story
reteliing task scored by 1linguists on genaral fluency,
grammar, pronunciation, intonation, language
alternation and descriptive ability 1indicated that the
project children were not significantly better than the
comparison children receiving  no instruction in
Spanish. Both groups of children came from 1low
socfo-economic (SES) families and had home language
backgrounds that could be described as Spanish dominant
or monolingual in Spanish. :

Three other studies of preschool and kindergarten
children described bilingual programs in schools and
homes and measured speaking skills in .the children's
heritage languages. The first is a Toronto study of a

kindergarten Italfan transition program. In this

program, maintaining or teaching the Italian language
were not direct aims of the program; the mother tongue

14

Cohen, 1975

Cohen ot al, 1976
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was used only as a temporary «ridge to aid the
understanding of and instruction in English. The use
of language in the classroom was described by the
authors as follows:

it turned out that standard
Italian, dialect and English were
an used quite freely, and
translation was rarely needed to
clear up misundérstandings.

In the classroom, one language
was never heard for long before -

o another was used. A child might

. begin a thought 1in English, then

' switch to Italian {f the words

weren't coming fast enough. or vice
versa...

The teacher's use of the
language depended very much on the

. individual she was speaking with,
She might ask a question of the

whole class in Italian, receive an -

answer in English, ;ggﬂ,,zhen~—~““‘

contfnue 1in _English—with that
individual, or begin in English and
change to Italian. In other words,

- choice of language was always
spontaneous; no one was ever boxed
into -  using one language
exclusively.
(Purbhoo-& Shapson, 1975, pp.9-10).

The second is the Spanish Dame School Project in |

East San Jose, California that provided instruction in
Spanish and English for approximately 100 children

between—theages —of three and six.—The progranm--is. ..~

briefly described by Owens:

Children in the pneschool program
spent approximately two hours a day
in a hone learning environment
containing five childrer and a home
tutor. Parents were actively
involved in the learning activities
and served as adult models for
their chilgren... In the follow-up
kindergarten " children received a
more structured type of instruction
consisting largely of small group
work.

(Owens, 1972, p.l) "

And, the third involves Head Start bilingual

bicultural programs in sevaeral Spanish dominant
communities in the United States. :

15
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Using two -teacher-rating scales, Purbhoo and
Shapson found -that the experimental children were
better in Italian than Eng.ish, dbut no control groups
educated 1fin Italian ware available to definitively
describe the speaking abilities of the Italtan children
“ in their heritage language. :

4

Owens reported:

In the area of oral development in
S;anisk ... both the three and four
year old bilingual project
preschool students  gdemonstrated -
graater growth last year than three
control groups consisting of three
. and four year old children from the -
- same background not receiving any
preschool 1{nstruction and a four
year old group in_ a non-dilingual
preschool group. The four year old
children in the first _year S
bilingual curriculum did DdDetter
than all control groups ... The
bilingual kindergarten group scored
slightly higher and made somewhat
greater gains {n Spanish than the
control kindergarten group see
-Also, the- second year bilingual
preschool group scored higher and
demonstrated a greater gain in
Spanish_ than did the bilingual
kindergarten children. - This was

- prodadly -twfiuenced—by the - Targer-= - T

percentage of, dominant Spanishe
speaking children in the preschool
class  than 1in the kindergarten
class and the heavier emphasis

placed upon oral development {n .
. Spantish in the preschool
curriculum,

(Owens, 1972, p.5)

The Spanish-speaking children in the Head Start
bilingual programs made significantly wetter pre-post
gains in story telling in Spanish than the
Spanish-speaking children in the regular Head Start
programs, (The two groups of children were equivalent
on the basis of language preference, age, sex, and any
prior preschool experience.) ‘

Speaking a Non-official, Non-heritage Second Language

few elementary school programs have been designed
to teach <children in the medium of a second language
which is neither an official language nor a heritage
language. One such program found in the literature was
the Culver City Spanish Immersion Program that

-
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~ability of the children to speak :.ani.

- measured how.-well these child

in these six ers
“controls 1B"Ef%

. more ‘rigorous manner.

-10-

“oanish, - The

.Trer  two
years: 1n the program /was examined tarough - story
te1lipg task. No comparison group was availaole, So
the investigators compare these ~ children's
Spanish-speaking skills with their English-speaking
skilﬂs and concluded: '

t

1nstructed Euglish-speakﬂng childrer in

The ratios of different nouns to
total nouyns and different verbs to

-total verbs| were somewhat lower
‘ than those [for English, but still
showed 3 | certain amount of -

vocabulary range. ... the children
were not at a loss for words 1in
Spanish. They were able to
communicate |a dtory to a reasonable
extent. . . ’

(Cohen, 19:4, p.100)" e T

_peaking_an~0ffinial sgsnnd_
offictal

Canada has two languages, English and

French. Many schools across | Canada are now involved
with early or late French| immersion prograsis for
English-speaking studies - have

en learn to speak French;

‘children, ;| Several
t to results. from progranms

some have compared the result
that teach French-as-a-second language (say 20 minutes
a day) or that also teach another subject in French
(for a total of, say, 75 minutes a day), while others

have used Quebec French-speaking chiidren being
educated in French as controls.

Using techniques such as taping children’s
interviews and story telling, numerovs aspects of

French-speaking skills have been assessed and reported
and compared with English-speaking
e 20 to " 75 minute programs, The
investigators found that, in general, studants  in the

immersion programs score higher.

The Protestant School Board of Greater Montreal
and the South Shore Protestant Ragional School Bodrd in
a suburd of Montreal have easy access to native
French-speaking children and have thus baen able to
Judge the success of French-immersion progrias in a
) , Studies in the South Shore Board
dgne within the St. Lambert project {(see page 5)
suggest that grade two pupils who had been instructed
exclusively 1in French since kindergarten wers as
competent in speaking as native speakers of French. As

the children grew older and remained in the. immersion

programs, they were reported to continue to speak

French uell. although not quite native-like:
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Non-pative children enrolled in
.+ Jmmersjon. classes could . indeed
i+ express themselves in their second
language as evidenced by the fact
that their stortes were always
readily 1intelligible to a native
speaker of French. However, -they

did not perform as well as native
children on a number of measures.
Their rate of production rematned
slower, even after seven years of
schooling i{n the second language;

their ability to handle: complex -
sentences was not equal to French
children’s, at least as shown by
their failure to .wse as; many
- sentential oObjects; they - were,
- however, as flexible as native
eie ... CGhildren by the time they reached

Grade Six, = - . _ | :
- {(Spilka, 1978, p.548) o

_ A;d. Genesee's work iﬁ the Protestant School Board,
essentially comes to the same conclusions. Genesee
2lso studied the effects of 1.Q. and wrote:

eee Aacquisition of interpersonal
communication skills in French
under the circumstances of French
immersion does not seem to depend
upon the students' 1.Q. level.
This finding 1s consiscent with the
philosophy of French immersion that

P A_'—_-é;—_.a—ﬁ-: ?‘-.Wﬁﬁ?fﬁi:?ﬁmfw_—” e -_ A

abilities to learn language,
provided it is used as a vehicle of
meaningful communication.

(Genesee et al., 1977, p.330)

The Republic of the Philippines has three 2fficial
languages -- English, Spanish and Pilipino, popularly
referred to as Tagalog. In 1968, an experiment with an
English/Pilipino bilingual alternate days approach was

. begun with children who were native speakers of

Pilipino. The method of instruction was as follows:

eees 8l1 subjects except Language
Arts were taught on Day 1 wusing
Pilipino as the medium  of
instruction; on Day 2 using
English; Day 3, Pilipino; Day 4,
English; etc. The material covered
on Day 2 was not simply a
repetition of that covered on Day
1; but was instead a continuation
of the previous day’s lesson.
(Tucker et al., 1970, p.284)

Tucker ot al, 1970




_when one's first language

Tucker and his colleagues report that after one year
the children in the pro?raa. were doing the same in
speaking English as similar children educated in a
standard English curriculum and a standard Pilipino
curriculum, both of which had English and ESL classes
totalling 80 minutes & day. Therefore, the alternate
days approach seemed to add little to English-speaking
skills over the standard apprvaches., The authors do
not comment about the influence of English in the homes
and community, but the i{nfluence may be such that a
different educational approach made no difference fin
English-speaking skills. o

The matter of laarnin? a second official language

s not official and when one
belongs to a minority group presents a different set of
circumstances from those discussed above. Such

children, for exampleé, Spanish-speaking children in the

United States, were traditionally expected to transfer
to the second language immediately upor entering school
and were often punished for using their first language.
Nithin the past decade or two, this approach has come
under considerable criticism with the consequence that

" various forms of bilingual education are Dbeing -

attempted throughout the world. Here are three
i1lustrations, two from Holland and one from Australia
that make extensive use of the child's first language
in the beginning years: o

In many schools in cities in the
Western part of Holland wmore than
.half of the <children have a
non-Dutch ethnic background, in
‘somié §schools even more than 80%.

. Owing to certain negative
experiences, ... an experimental

school for foreign chiidren -was ———— — -

started in the city of Leyden 1in
October 1977. ... Moroccan and
Turkish children of the 6-12 age
 group who had arrived directly from
their respective countries of
origin were given the opportunity
to attend a school with classes
which were specially organised for

them., = These ‘classes  were
associated with a 'regular’' Dutch
schootl. The children were

instructed in all subjects 1in the
native language by teachers from
their country of origin. For about
one hour every day, Dutch was the
subject (as well as the medfum) of
instruction in lessons given Dy a
Dutch teacher. ... In the second

» -
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year, school subjects were taught
‘about half the time in the mother
tongue of the children, and half
the time 1in Dutch., After two

years, tha fareign children went to

regular’ schools in their
neighbourhood. ‘
(Altena & Appel, 1982, pp.316-7)

Up ti11 1937 Dutch was the only
officially allowed medium of
instryction 1n Holland ... from
1937 the subject 'lannuage might
comprise Frisfan as  well. ...
After Norld War 11 this discussion
was resumed and {in . 1950 . an
important experiment was set up in
nine schools, In these schools

Frisfan became the medium of
instruction in the first two

grades. As early as 1955 the model
was legalized, 1{.e. it Decame
legally possible to use Frisian (or
another regtonal language) as a

medium of instruction 1n the first

three grades. ...

In 1955, when the bilingual
schools were made possible,
approximately two-thirds of .the
primary school pupils 1in the
province (then about 500,000
inhabitants) came from families

with Frisian as home language. -

This proportion has not changed
significantly since. The
Frisian-speaking population is
concentrated in the countryside,
however, and in 1956 "there were 26
municipalities in which .the number
of Frisian-speaking fanilies was
over 90% ...

As from 1975 the use of
Frisian as a medium of instruction
is no -longer restricted to the
first three grades...

(Wijnstra, 1980, pp.46-7)

Culturally and 1linguistically, the
Aboriginal  people of Milingimbi

“form a re!atively homogeneous

group, speaking Gupapuyngu and its
closely related - counterpart,
Djambarrpuyngu., ... The bilingual
program was  introduced to the
Preschoot and Year 1 in 1973. ...

L
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Overall, during their Primary
school {ears, students recefved-
about half their schooling in their
Aboriginal language and half 1in
English, although - proportions
varied as the children progressed
through the ‘school. A trained
non-Aboriginal teacher taught the

~ English parts of the program and a
partially . trained or untrained
Aboriginal teacher taught the
Aboriginal language portions of the
program, :
{Gale et al., 1981, pp.297-9)

In these three experiments, researchers, using in
one case a complex 1linguistic analysis o4 children's
conversations as well as language tests, in another an
analysis of gquantitative fluency, and in thr third oral
Dutcl. discrete-point tests and analysis of spontaneous
oral lsnguage, found ¢that the ability of the children
to speak the second language was better or equal to
similar children in more traditipnal Dutch and English
programs, : :

In the case of the study of Frisian children,
comparisons were also made with native Dutch-speaking
children. The results showed that the Frisifan children
could not match the speaking skills of the Dutch
childrfn but that the discrepéncies were decreasing
over time: :

Obviously the spontaneous language
use of the Frisian _children 1s not
always as fluent as that of the
Utrecht children, nor 1is their
Dutch always correct and current.
This ~ is shown up by-2a sometimes
unusual choice of words and by the
use of superfluous or unusual
adverdbs and prepositions. These
deviations from current Dutch
{roughly 12 per 1000 words) hardly
interfere with. comprehensibility,
however., .

(Wijnstra, 1980, p.51)

‘ Gale and er colleagues suggested the following
reason for the@ positive results: '

To perform well on a task such as

the Story Retelling test, the

children needed practice in the

skills of story analysis,

retention, and oral production. 1In

the bilingual classes the children

21
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had the opportunity from an early
age to practice these skills in
thetr own language; then, in their
regular oral English sessions, they
were able to transfer skills vof
expression to English. On the
other hand, . the children from the
English-only classes had had plenty
of exposure to English but because
they still knew relatively 1little
English. vocabulary they had had
1ittle practice at story analysis
and production., What practice they .
had had in English was probably too
foreign to benefit them greatly.
(Gale et al., 1981, p.304)

Three American experiments (see pages 6 and 8) in
bilingual education for Spanish-speaking children came
to similar conclustons.

, Oihef-hilingyalw#progrias use translation methods
that make use of the child's first 1language

simultaneously while learning or not understanding the
second language. The results from these experiments
with respect to speaking the second language are mixed.
The experiments for Spanish and Italian children are
described on pages 7 and 8. The third experiment is of
Punjabi primary children in Vancouver:

The teacher of the experimental
program used Punjabt when she felt
a child was rot comprehending what
she was saying to him 1in English.
Rather than providing him with a
direct translation, however,she
attempted to equate the English to
the Punjabi through explanation and
gesture, thereby supplying him with
comprehension as well as
vocabulary. ... The <classroom was
replete with equipment to stimulate
language development, including
such things as a Language Master
and a listening post. The teacher
made & concentrated effort to
present new material using a
multi-sensory approach, - and she
stressed rote learning. . The buddy
system (a Caucasian child from a
regular class paired with an £ast
Indian child was an integral part
of their program as well.

{Moody, 1974, p.17)
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Summary | L

have been discussed 1in this section. The

A total of twenty-seven .papers measuring sgeaking
following

themes are suggested:

1.

2.

3.

5.

ERIC

B 1A vl e provided by

4,

A child whose first language 1s an officlal one,
who s & member of a majority group and who is
1ikely of the nmiddle class may be completel
immersed in a second language with no detrimenta
affects with res,ect to speaking the first. {(An

example {s English-speaking Ottawa <children

learning French.

A child whose first 1language {s non~offictal, who
is a member of a mainority group and who is of low
soclo-economic status nn¥ do best in 1learning to
speak a second language if education 1s QRpgun in
the first. (An example 1s Aboriginal children
learning English 4n Australia,) :

A" child in an {omersion program aof a second
official language learns to speak the second
language better than if enrolled in a traditional
language program that teachés the second language
as a subject for about 20 minutes a day, but the
child may not reach native-like proficiency. Such
a child usually has minimal exposure to the second
language in the home and community. (An example
is English-speaking Toronto - children 1learning
French.) When the child has more exposure to the
second language in the home and community, the
amount of school exposure may be lass important in
terms  of speaking skills. {An example s
Pilipino-speaking children learning English in the
Philippines.) | .

A child may be taught a heritage language in a

regular-school-system Dby using it as .amedium of

instruction and may be shown to be making progress
in speaking that language. However, definitive
statements about speaking proficiancy are
difficult ¢to make due to - the  lack of

- native-speaking <controls  educated in that

Janguage. (An example is Edmonton children whose
heritage language 1s Ukrainian.) If the child has
extensive exposure to the heritage language in the
home and community the impact of a bilingual
program on speaking skills may be moderated. {An
example is Redwood City, California children whose
heritage language 'is Spanish.)

Measures of 1.Q. may nct be related to speaking

‘'skills.,

23
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Listening

Listening 1n in Official First Language

The Ontario and Quebec educators - have shown  Barik &
concern over elementary <children's abilfty to Swaia, 1975
accurately 1listen to their first language, English, Bruck ot al, 1973
when they have been immersed in a second language, Bruck ot sl, 1974
French, with 1little or no formal 1instruction 1in Geneses, 1978(b)
English. These eight papers report research resulting  Geneses ot 3l, 1978
from this concern. : . Lasbert & L
] . Tucker, 1972 :
Listening is measured by having the children match Oliver ot al, 1976
an orally presented word with ones ;resented on a Ssmuels ot al, 1969
screen or in a book as done 1in the Peabod '
Picture Vocabulary Test and the  word discrimination
section of the Heirogolitan Achievenent Tests; by
havihg .the children answer ‘yes-no® questions after
l;steniﬁb to tape-recorded text; or by a combination of
these: : ‘ :

Each child was given two ‘twelve-
page booklets; one containing sets
of six abstract designs; the other,
six photographs of a woman's face.
The designs of each set were very
similar except for subtle
variations in 1ighting or detatls.
The children 1listened to a series
of twenty-four tape-recorded
descriptions, and selected from
their booklets the one design or
photograph being described. Two .
tapes vwere used, one with child. C s
speakers and one with adult

speakers.,

(Lambert & Tucker, 1972, p.73)

- -  Takiag the papers as a group, the conclusion 1s
: that English-speaking children immersed in French have
listening skills in English equal £o those of children
mostly with similar 1.Q. and SES levels but in regular
English school programs. The few significant
differences that were found favored the control groups.

Listening in a Heritage Language

Investigators of the 50-50 English-Ukrainian  ~  Chapman, 1982 .
bilingual elementary programs in Manitoba and Edmonton Edmonton Public
(see description on page 6) have considered whether the Schools, 1979
childien learn to listen 1in their heritage language, Muller st al, 1977
Ukrainfjan, as a“ result of such bilingual education.

Tests of listening showed the studants usually improved

from year to year and obtained acceptable scores,

although the lack of control groups places limitations

on the conclusions that can be made. The teachers in
' Edmonton felt the children did better in listening

i
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in speaking Ukrainian -- 71% of 14 teachers rated the
overall ability of 22 classes of children to listen and
comprehend in Ukratnian as “well” or “very well®,

These Ukrainian children are 1likely to be third
and fourth generation; Spanish and Italian children in
other studies are likely to bde first and second
generation, .with the ‘consequence that Ukrainian
children are less likely to be listening to thetr

heritage language at home than the Spanish and Italfan

children. Four studies of Sg nish and Italian children
have investigated the effect of bilingual programs on
heritage language  1istening skills and concluded that
the bilingual programs had  no effect. This lack of
program effect could be due to the fact that both the
control children and the prograim children have so much
experience in listening to their heritage language at
home and in the community that the extra experience the
program children get at school adds little. '

‘While considering these points, 1t i{s interesting
to note that another American study of Spanish
preschool and kindergarten children (see page 8)
reports that on the basis of several tests the children
in the program demonstrated greater growth in thetr
listenin) skills 4n Spanish than control children not

‘participating. However, caution must be exercised in

interpreting this study, because even thou the
control children were of the same ethni and

Chesterfield, 'ii‘

Coben, 1975

Legarrets, 1979
Purdhoo &
Shapson, 1975

socio-economic  background, they initially iii:”’/
th

substantially more English and 1less Spanish than
program children. R

Genesee et al. found that with similar numbers of

hours and kinds of subjects 1n Hebrew instruction (see
page 6), grade four children were able to Jlisten as
well in Hebrew in a trilin:ua)l program (Nebrew, French
and English) as 1in a. bil ngual program (Hebrew and
Englishgf The grade two children 1in the trilingual
programs were even significantly better. Thus it seems
possible that .children. can learn to listen in a
heritage language while studying two other languages.

Listening 1n an Official Second Language

Numerous Canadian studies of French - immersion
programs have examined the  degree - to' which
English-speaking children 1in these programs learn to
Tisten in the second official language;, French. One
group of studies . on early and late immersion pro?rams
conducted mostly in the Montreal area-have been able to

‘compare the French 1istening skills/of these children

to those of French born and educated children of the
same age, frequently matched on 1.Q. and SES. The
results have shown that the immepsion children approach

I
7

./’

/

4
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Gensses ot al, %

Bruck ot al, 197
Brock ot al, 997
Bruck ot sly . 997
Gsneses ot aly &
Goneses ot al,
Lembert 8

Tucker, 1972
Sanuels ot o,
Susin ot al, 199
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native-11ike profici&ncy in listening in French and in
some cases (see, for example, Samuels et al., 1969)
attain equivaient proficiency. : . ,

A second group of studies have compared the French
1istening skills of i{mmersion children to those of
children taking French-as-a-second language (FSL). The

- results of - ghese studies consistently show that-

children at ail grade levels in both e2rly and late
immersion programs are wmore proficient 19in French
l1istening than those in FSL programs, |

A third group of studies, wmostly conductad f{n
Ontario where French born and educated children are not
readily availadble for comparisons, have used results
and norms of other French {mmersion programs for
evaluation purposes. In most cases, the comparisons
have been favoradble. There 1s also a suggestion 1in
three of these studies that the more timmersed the
children are in French ih -the school and the community,
the better their French-listening skills will bde.

Tucker et _,al., in their study of the
English/Pilipino Sl\ingual program described on page
11, found, as they did for speaking, no differences by

program in English-listening. ~ The study gave no

indication of how the children might compare with
English born and educated children.

What about children of .a minority group whose
first language is not official? Several investigators
have tested winority group children 1in- bdilingual
programs to determine how well they listen 1n the
official, second language. The bilingual programs vary.

- but {dnclude home bilingual- tutorials, concurrent or

simultaneous translation, alternate day ' bilingual
programs and 50-50 programs. The childrea’s first
languages include Spanish, Punjabi, 1Italian, Finnish,

Ukratnian, Frisian,  and Gupapuyngu.  The “control

children are similar and are usually being schooled
mostly in the official language. The results show that
these children learn. to listen in the official second
language as well as, or better, in the bilingual
programs as they do in the regular programs.
Unfortunately, with few exceptions, no comparisons were
made with children whose native and school langusge was
the official language. One 1investigator, Moody, who
made Ssuch a comparison reported that both the
experimental and control Punjabi children did poorly in
auditory discrimination when compared with Caucasian
children: Another 1{nvestigator, Wijnstra, wrote that
the Frisian children were slightly poorer than the
province of Utrecht group bdorn and educated in Dutch in
grade one but were jmproving by grades two and three.
Descriptions of most of these programs are supplied on
"pages 6, 7, 8, 13 and 15. :
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sencsae “has studied the relatinnship of I.Q. ‘Genosee, 1976

s " measures to listeaning skins and concluded that®the two Geneses ot al, 1
C e | are not related. | 8 , B
| Summary ‘

The follouing ‘six points arise fron the studies
reviewed in this scction on listening._ ~

A Chilﬂren whose first llnguage is an official one e

- and who use that language +n -the home and .

N gpaunity will maintain their 1istening skills in

JE 4 language while educatfonally ' immersed in a
Te—..___ second lq:guase. {(An example 1s English-speaking ‘
= n Iorontn ismersed 1in French.)

2. Hﬁen childrou 11s a8 heritage language at ' S
-home, b¥1tngual schooling may do-little to improve
their 1istening skills {n thetr heritage language.
(An example. fis. Spanish-speatjnq childrea 1in
Califoruia.} .

..l

3. Hhen children do not hear their haritlge language
so much at home, bilingual schooling - improve
their listening skills in their heritagc anguage.
(An example is UKreinifn children 1in Ednonton )

4. Children - in an Talersgpa progran of a second
official language learn to- listen in the second
_ language batter than {f enfnl!ed in a traditional
program that teaches the -second language as a
subject for about 20 minutes  a day; they may even .
i reach native-like proficiency.  'Such children
usually have wminimal exposure to the sacond
language in the home .ad. community. (An example
1s English-spesking Toronto children “Yearning
French,) -When the children have exposure to the
second language in the howe and community, the
amount of school exposure aa{ be less important in
terms of listening skills (An example {s
Pitipino-speaking chi!dren !carning English in the
Philippinas )

5. Children cf ainorit{ sreups whose first language

- 43 not official can learn to 1isten to an official
second language 1in bilingual programs as well as |

or better than in official-language-only programs,
However, the - dagree to which these children .
approach native-like profieiency is rarely
. measured. (An example 4s -Spanish  children
learning English 1n the United States. ) - e

6. " Nea??res of 1.Q. may not be related to listening' o
skill. I
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Writing and Language Skills

" Writing and Language Skills in an Official First

Language

Assessing the effects on writing and language
skills 1in the official first language, English, of
‘learning through a second language in the early years
of schooling has been a central focus of research on
Canadian French I{immersion programs. Three methods of
assessing the English writing and language skills have
been used. The most commonly used method has been that
of standardized tests; the second, the evaluation of
compositions; and the third, the cloze procedure.

Twelve 1Jnvestigations have used ' subtests of
language skills from the Canadian Tests of Basic Skills
(CTBS) and/or the Metropolitan Achievement Test (MAT)
that test spelling, punctuation, capitalization,
vocabulary and usage. These researchers have tested
the French-immersion children at various elementary
grade levels and in the majority of cases compared the
results with children in regular English programs with
or without FSL and of similar 1.Q. and socio-economic
levels. The results are quite consistent, indicating
that French-immersion children expertence fnitial lags
in the English skills measured by these tests up to the

grade three level, after which -the trends are reversed

and immersion studants perform as well as or outperfors
students in regular English programs, This s a
logical finding, since most French i{mmersion programs
gradually decrease the time spent in FErench and

- {ncrease the time spent in English with each new grade

level, co

Some investigators of French immersion programs
have had students
stories or letters and then conducted detailed
technical analyses of the writing. Tha Genesee
investigations scored written compositions on -nine
dimensions: spelling, sentence accuracy, sentence
complexity and variety, organization, originality,
length, punctuation, vocabulary and overall impression.
Swain qualitatively studied vocabulary (variety and
errors), technical skills $punctuation, capitalization
and spelling), grammar f{types of sentences and
syntactic errors) and creativity. In addition to
researchers, Crawford and
Lapkin also rated the compositions holistically. While
the details and results of these studies vary somewhat,
the overall conclusion is that immersion students write
as well as students 1in regular English programs,
Genesee and Staniey concluded:.

These findings
immerston  students had no
difficulty expressing themselves in

suggest that the
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written form. In no case did an
immersion group score lower than a
nonimmersion group on organtzation.
originality, or overall; on the
contrary, the immersion students 4n
particular grades scored ‘higher
than the nonimmersion students on
each of these dimensions. It

. appears, at least intuitively, that
organization, originality, and
overall  expression are basic

prerequisites for effective
expression., Besides these basic .
skills, effective - expression

ultimately requires proficiency .in
- linguistic  skills related :to
sentence structure, vocabulary and
punctuation. Again, the immersion -
students performed as well as the
nonimmersion students 1in these
areas. Therefore, the 1{mmersion
students scemed to be at 1least as
well equipped as the nonimmersion
students to eaxpress themselves 1in
written English,
(Genesee & Stanley, 1976, p.15)

The English Story Completion Test 1s a third
strategy use y  F.oanc mmersion researchers for
providing a wmeasure of overall - English 1language
proficiency. It 1s a <cloze procedure test that
consists of :assages of prose 1in which the first and
last paragraphs or sentences are left intact and every
seventh word is deleted from the body of the passages,
to be completed by the students. The few researchers
who have used this test in grades three through eight

have found no stignificant differences between immersion

students and regular program students.
The Edmonton French immersion program studied by
Carey and Cummins 1s somewhat dfifferent ¢rom other
Canadian {immersion ?rooraus in that the <children
enrolied are both Anglophones and Francophones and are
instructed {in the wmedium of French for 80% of the

school day. This meant that the official first .

language, French, of the Francophone students could be
examiled. A french cloze test dndicated thit they
scored the same as Franco-Ontario students who attended
separate Francophone schools but 1lower than Quebec
Francophone groups. ‘

Macnamara reported results similar to these
Canadfan French . fmmersion studies after an extensive
study of English-speaking Irish children. Five groups

. of fifth standard children were involved: group one was

taught all. subjects in English 1n all classes; group
two was taught arithmetic 1in Irish as infants only;

29 .
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group three was taught arithmetic. in Irish &s infants

and first  standard only; group four was taught

-arithmetic in Irish as infants to third standard; and

group five was taught all subjects in 1Irish in alil
classes. © Using the Moray Mouse English Test 14
(MHE 14) that includes tests of speliing, punctuation,
vocabulary, capitalization, the formation of adjectives
from nouns and syntax, he found that the five groups

"did not differ significantly in mean English quotient.

Therefore, Irish chiidren did the same in their
official first -language .when educated entirely in

‘Irish, bilingually in Irish and English or entirely in

English, Macnamara, however, went a step further than
the French immersion researchers and compared the Irish
children to British primary school children and found
that all five groups of Irish children performed more
poorly on the MNHE 14. Then, after devoting severa)
pages to a discussion of why the MHE 14 may bDe more

- suitable for British children than Irish children, he

concludes by saying the finding is a grave matter and

"~questions the general policy for the restoration of the

- system tests of spe

Irish language.

The Dbilingual Ukrainfan/English programs in
Manitoba and Edmonton may alsoe be 1included in this
section (see descrigtion on page 6). Use of school

1ing and the CTBS dindicated that
bilingually educated children performed as well in
English as similar children 1in regular English
programs. Caution must be exercisaed in {interpreting
these results, however, since the authors do not report
whether the children first spoke Englisli at home.

And, finally, the results of an American study in
Florida also corroborate the French-immersfon findings.
In the early 1960's, Coral Way elementary school in
Florida became a complete “two-way bilingual school” in
a middle-class community 1n which there were about

equal numbers of monolingual English-speaking Aaerican, 

children and Spanish-speaking Cuban refuyee children,
The ambitious purpose at Coral WNay was to teach both

‘groups of children to wunderstand, speak, read, and

wrrite a second language and to learn through both
English and Spanish. Gaardner and Richardson describe
the program as follows: ‘

- In Dade County there 1s a high .
concentration of literate Cuban
refugees who have a vigorous
culture of their own. Many
residents of the South Florida area
have a sympathetic attitude toward
these Spanish-speaking people.
This attitude was particularly
strong in 1963 when the bilingual
school was getting under way.
{Gaardner & Richardson, 1968, p.38)
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- The teachers at each grade Jlevel
were paired tn teams consisting of
one native speaker of English and
one native speaker of Spanish. The
English-speaking teacher of each
team was responsible for the

academic instru in English of
one group .of pat nglish-
speaking pupils and one group-.of

native Spanish-speaking - pupils. —__

The Spanish-speaking tuacher was =

responsible for the f{nstruction in
Spanish of the same two  groups of .
pupiis. Three Dbilingual aides,
former teachers 1in Cudba, assisted
in the music, art, and physical
education programs. They were free
to use efther language {in their
classes,. eee T

. Pupily 1in. the experimental

-bilingual program were taught for ~
approximately half the day through
English and half the day- _through
Spanish., / Normally all new concepts

- were first presented 1in the native
language’ in the morning, then .
reinforced in the second 1language

- in the afternoon., .
(Gaardner & Richardson, 1953,
pp.36-7) - .

Using xhef English version of éhe Coogeratlve

Inter-American Reading Tests, the investigators found -
that the Etnglis es?es ng American children in this

program could spell as well as corresponding children

studying the regular curriculus 1in the monoiingual.

control school.

Language Skills 1n-p Non-official, Non-heritage Second o

anguage

~ Children 1in bilingual programs are usually not
ones learning a non-official, non-heritage second
language. '~ However, the English-speaking = American
children in the "two-way bilfngual school®™ described in

the preceding section were learning Spanish. Using the -

Spanish version. of the ggegeragive Inter-American
- Reading Tests the -invesjigators oun at ese
child

ren were nakin?.good progress toward learning to
spell in Spantsh, although the lack of a Spanish born
and educated control group makes {t difficult to say
Just how good that progress was. The authors state
that after four years, the children still achieved
better through English than through Spanish, but that
the differences were decreasing year by year.
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‘Nriting and Language §k111s’in a Herfage Language

The Conrgl Way stud) {see abov is again
.pertinent, but™pn this instance the focus on Cuban
children and thédy heritage language, Spanidh,. The
premise was that 2 Cuban children would dmaintain or

further their skills YNq théir native language whil® at
the__same gime learnind\ English, The 1{investigato

reported the childrén perTqrmed the same tn Spanish-as —~ — -

those 1n regular English \programs., They did not
compare the children .with Syban born and Spanish
educated children, so 1t 1s impuvgsible to say exactly
how well they were achievifg in Spanish. The variadble
tested and of d{nterest {a this sedttion was that of

"spelling®.

~ Cohen also seemed sgatisfied with /Qhe Spanish
writing /skills of Mexican-American grade thrge children
in a bjlingual program in [California (see dgscription
on page 7). He had the | children write a'gtory in
Spanish as suggasted by a sequence of twelvelpictures

and then  scored them  on| seven dimensions:)\ verbal

qutput, range of vocabulary, diversity of vocalglary,
accuracy of spelling, grammatical correctness, qRality
of sentence structure and dffectivenass pf expresjion.
However, he baced his conclusions on a imited nugber
of select Mexican-American|, control children bse\{ng
educated 1n a nearby schopl receiving| conventionmal

_English-only education and |{not on Mexjcan born . ang

Spanish educated control children. - . .

‘The studies of -~ Engyish/Ukrainian  bilingual
programs in Edmonton ang Manitoba using the
Ukrainian Language Tests developed Dby he Edmonton

ublic School Board showed that the elementary children
were beginning to develop Ukrainian writing  skills at
grade three and made significant improvemenis from year
to year. No control groups of any kind were studied,
and the Edmonton teachers were more likelyito rate the
children as doing "very poorly™ or “poorly® in writing
than "very well® or “"well®,’ .

The Department of Education in Lund, Sweden
evaluated an elementary bilingual program for Finnish

children 1n which they attended a Finnish-speaking
pre-school for two years followed Dby an elementary
school where they were taught _in both Finnish and
Swedish with reading and writing first dintroduced 1§
Finnish: '

The teaching group for a work team
comprised two Swedish class
teachers, who were responsible for
a parallel class each, a Finnish
teacher, who was in charge of
Finnish teaching, and an immigrant
teacher to teach the immigrant
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their herita

o compared™t

children Swedish. In addition to

these teachers, certain pupils had
access to remedial teachers on the
normal basis and -- 4n the case of

non-Finnish immigrant pupils  -- to.

home language tpsachers. This
teacher density does not deviate
from the normal resource allocation

. in_ schools. * The only deviation -

which occurred was that the home
language practice periods for all

the Finnish immigrant pupils  were -
run together and the children were .

assembled in a single group and
allotted thetir own Finnish teacher

and an extra cjlassroom for thetr

F‘“niSh P‘r‘Ods. : .
(L¥fgren and &nviuen-sirgerstau.
1982’ P.324) ’

Finland and wrote:

The project children's command of
their first laanguage, both at

pre-school level and| in Grades 1-4 .

of elementary schoo!, 1s roughly
one S.D. below the average for
single-language Finnish children in
Finland. It should be pointed out
that the curriculum and time
allocation at junior 1level are not
the same 1{n Finland and Sweden,
which somewhat impedes direct

between the two countries.

comparisons of school achievements

An investigation of the
development of  the project
children’s level of proficiency in
Finnish from year to year reveals
that  they . have retainead
approximately the same relative
level compared to children of the
same -‘agr in Finland. This means
that their knowledge of their first
language has . developed all ‘the
time., It 1s true. that their
average Jevel of proficiency s

. lower than. that of the norm group

in the preceding studies, the 1nvestigators
oncluded that the children made improvenents

da language, Finnish, but they also.
he results with norms for Finnish children in

in
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‘Finnish children in Finland', but
their development proceeds at a
normal speed. '

(Lofgren - & Ouvinen-Birgerstam,
1982, p.326) '

On the other hand, these Finnish children were

‘shown to be better in Finnish language skills than

similar Finnish children in Swedish-only classes. This
result can be interpreted to mean that the children in
the Swedish-only classes were not able to- maintain
their Finnish as well as those studying the language at

school. Such was not the case for Cuban chiidren in

Florida whose Spanish spellfn? was &8s good 1in
English-only classes as in the bilingual classes. This
difference muy be attributable to very dissimilar

‘social and fanil{ conditions. In contrast to the
se

Cubans in Florida e page.23),

The -Fians' own 1{dentity does not
get support or acceptance from the
majority. The wminority status 1s
low. Unfavourable stcreotgped
ideas and prejudices are felt about
the membders of the amfnority. ...

They attempt to conceal their

- ethnic origin, which is felt to be

inferifor. ... They try to avoid

verbal communication so as not to
reveal their stigmatized identity.,

(Skutnadbb-Kangas and  Toukomaa,

The-parents are often both on shift
work, and work so hard that they do
not have time or energy to spend
with the children., ... this small
amount of communication between the
genarations is particularly
detrimental for the  linguistic
development of wmigrant children.
To this we must add the
comnunication and  socialization
models of the social group: in a
working clags milieu, 1language may
be used for informative, personal
and interpersonal functions less
than 1in the middle class, ...
- Q0Often the parents are not aware of
the importance of their own role in
the development of the children's
mother tongue, especially in
migrant conditions. ... _
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Because of the Finns' silent
sub-culture ... one does not even
hear as much Finnish as the number
of Finns would suggest, on the
street, in public, transport and in
other public places.
(Skutnabb-Kangas - and
1976, pp.39-40)

Mriting and Lgnggage Arts in an 0fficial Second
Language S, R

The Canadian researchers of French immersion have
frequen&lgechqsen the }e§§~de Rendement en Frangais to
evaluate how successfully the English-speaking ¢ ren
learn the officfal second language, French. It 1is a
serfes of tests of achievement 1in French used by the
Commission des “Ecoles Catholiques de Montral and by

the Ministry of Educatfion 1{4n Quebec with native
French-speaking students. (The grade three test, for

Toukomaa,

!

example, involves such topics as synoayms, antonyms,
rearranging words 1{into a sentence, alphabetical
‘sequences, tenses and stylistics.) Raw total scores

have usually been referred to stanine norms established

for native French: speakers in Montreal and have shown
language

on the average that the children's French
skills develop from year to year in immersion programs

but are not quite as .sophisticated at an¥hpnrt1cular

grade level as native speakers of French, eir scores
- usually fall within the third,
. stanines. The studies also show that children develop
better French language skills 1in immersion
than they do in regular programs that teach French-as-
a-second language (FSL), even when the {immersion
programs are begun late fn elementary school or in high

school.

‘The Test de mots 3 trouver is .a cloze procedure
test (similar to the English cloze test discussed on
page 22) that provides an overall measure of French
language proficiency. Administrations of this test to
French immersion Anglophone students at or above grade
five also 1indicate that the students learn French
language skills but do not do quite as well as native
French children. Early immersion students do better
than late immérsion students.

T The study of French immersion. in Edmonton (see
page 22) 1{ncluded an English cloze test (the second
official language) for the French childrea enrolled in
the immersion program and concluded that they did as
well as English speaking control children 1in Ontario.
The dominant English environment of these children must
therefore have some influence on their language skills
even though their school program is 80% French.

PR,
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Analyses "of compositions written 1in French and Cravford, 1984
English by grade three and grade eight French immersion Bruck ot 2l, 1975
students have indicated that <he students write better Swein, 1979
in English: ; ! : . )

The written English language skills
"of the grade eight Immersion pupils
appear to be superfor to their
written French language skills. A
conparison between the compositions
written {in French and English
reveals that those written in
French: : :

1) were rated as bdeing of a
slightly poorér quality in terms of
creativity and sophistication of
thought and written expression

2) were shorter 1d'length.

3) contained a greater proportion
of vocadbulary, syntax and spelling
errors, as well as errors related
.to the use of adjectives, articles
and prepositiongs/advarbds/pronouns

4) contained a greater proportion
of simple and compound sentences

There was, however, a greater
variety in the use of nouns in the
French compositions (the variety in
the use of verbs was the same for
both the English and French

. compositions) and fewer errors
related to capitalization and
punctuation, “ '

~ These results 1{indicate that
despite being enrolled in the
French Immersion program, the
written English language skills of ’
the pupils are superior to their
written French Tanguage skills,
Many of the errors made in the
French compositions ‘were, 1in fact,
due to a confusion with English,
(Crawford, 1984, p.21) ’

The St. Lambert French immersion students at gra?sff)
eight, however, were found to write about the same in

French as French control children, although Bruck et

al. felt that both groups wrote very poorly.

-
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’A'study‘by"Popp soaéihat supports what 'Carey and

Cumminsg - found for the Freénch-, students in a. French |

imsersion program in Edmonton {se@ pages 22 and 28).
Popp studied the complete system of bilingual education
(French and English) for French-speaking students in

described as follows: . '

<the Niagara South B8oard of Education., The setting is -

-Withia the Niagara South system,
one family of schools provides a
bilingual program. It consists of
three Junior elementary schools
with 900 students, one intermediate .
(Grades Seven and Eight) school
with' 300 students, and one
secondary school with 800 studeats.

A1l verbdal 1{nteraction from
Kindergarten to Grade Two is 1in
French. Beginning in Grade Three,
English reading is {introduced, and
English is pursued as a subject of
study to the end of the secondary
school program. From Grade Seven,
English is employed as the language
of instruction part of the time 1in
Mathematics and Science, and at the
secondary - level, 50% of - the
subjects are presanted 1{in English.
Otherwise, a wmajor goal of the

. schools is to encourage the use of
Frenth rather than English on the
assumption that the students make
sufficient use of English in the
community at large.

(POPps 1976, PP.355-6) .

. Using the Co-operative English Tests {CET), Popp
regorted"that e French~-speaking ¢ ren in this
bilingual program did as well as English born and

educated students in the mechanics of English but less

well in English effectiveness.

One other’ research work .deals with the abilities

. of children, who know one official langyage, in a
second officfal language in a bilingual “educational
setting. Macnamara studied the Irish language skills
of ‘English-speaking childeren 1n English-speaking
districts in Ireland (see page 22) and found that the
more Irish was used as a medium of d{nstruction, the
better the Irish language skills, but that ' the skills
never matched those of Irish-speaking and educated
children 1iving in a primarily Irish-speaking district.

A remaining seven papers focus on the writing and

language skills in an official second language for
children who are definitely minority groups and whose
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first laﬁguage ~{s not official; These are the Cuban
and Mexican children in America, the Finnish children
in Sweden, the Fristan, Turkish and Moroccan children

in Holland and the Aboriginal children in Australia.
One of the assumptions behind the bilingual programs

" set up for these children (see descriptions on pages 7,

. average for Swedish- children of the same age.. The .

12, 13, 23 ana 25)- _1s that children need to begin
‘education in their first language in order to succeed
in the official second language. Using standardized

tests, cloze tests and/or ratings of compositions, the
writing and/or language skills were compared to simtlar
children in regular offictal language programs. Only
Wijnstra and LUfgren and Quvinen-Birgerstam -compared
the resuylts to children born and educated in the

official language. The results are  somewhat

contradictory, although six investigators conclude that
the bDilingual children do no worse 1in the offictal

second language than simtlar children educated entirely"
in the second language. Two investigatfons (Altena and .

Appel, Gale et al.) suggest the bilingual children do

nteﬁ: t Appsl, 1982

Cohen, 1975
Gaardner &
Richardson, 1968~
Gale ot al, 1981
Lifgren & Ouvinen~
Birgerstan, 1982
Moore & Parr, 1978
Wijnstea, 1980

better while one {nvestigation (Moore and Parr) -

found that -the Finnish children in the bilingual
program were one standard deviation below the normative

—--Frisfan study, on the other hand, found little

difference- in Dutch ~coa:osition writing between the
Frisian children and Dutch children from Utrecht. The
lack of such comparisons in" the other studies makes it
impossible to accurately judge the abilities of -the
children 1in the official second language. This s
unfortunate, since obviously control groups of children
borfn and educated in - the official anguage were

. availablg,

"Bilingn31¥Childreb in Monolingual Programs

T§q~.'1nyestigations considered the language.

. backgrounds of children enrolled in monolingual English

educational systems. Bilingual and monolingual
children were compared on English essay writing in one
study and language ‘'skills (vocabulary, " spelling,

- capitalization, punctuation and usage) in the other.

The results wer®e mixed.

-
Summary _
Sevefal'genernl observations can be drawn from the

‘review of writing and language skills examined in these
.twenty-seven investigations: -

1. Children whose first language 1is official and who
are exposed to the language in many aspects of

- datly 1ife 1learn writing and language skills in
that language while 1in bilingual education
programs as well as students in the same
geographic area educated in a regular first

-
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language monblingual program.. (An example is
English-speaking children {n English/Irish
bilingual programs in Ireland.) Students in total
immersion programs may experience 1lags in the

_first years. 3

N,

Children can make progress 1in irltingéand language ‘

skills in a non-o¥ficial, non-herftage second

language in a biliagual program while maintaining _

their first official, language writing and Tanguage
skills. (An example: is English-speaking children
in Florida learning Spanish.) - .

C =

.Th1¥d and fourth generation children of'iiibr1£y:

9rougs“tan make progress ia writing and language
skills +in their heritage language while 1in

bilingual programs. However, 1t is difficult to

say Just how auch progress they make, since few
investigators have wused gontrol groups born and
educated 1in  that language. (An example 1is

~ Ukratnian children in Edmonton.)

Children whose first language 1s official can make
good progress in writing and 1language skills in a
second official language. Their skills, however,
tend not to be as good as their first language:
sk1l1s, nor quite as good as children born and
educated 1n -that second, official languagc. (An
example 1s English-speaking children in Toronto
learning French.) The more immersed the children
are in the second language 4n.  school and
community, the batter their skills,

Children of wminority groups whose first language
is non-offictal learn writing and language skills
in a second, official language as well in
bilingual programs as they do in regular official
language programs. However, exactly how wall they
do 1{s 1indeterminable, since 1investigators have

rarely wused controls born and educated in . that

language. (An  example 1s Turkish children
learning Dutch in Holland.)
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e ‘ ~ - Reading

A

Reading tn an Official First Language

The Canadian Tests asic Skills {(CTBS) (readin
subte=t) and the WNetropolitan [evement Test (MAT
(word knowledge, - “word discrimination and . reading
comprehension subtests) have frequently bueen used to

evaluate the English reading ability . of French
immersion students 1n Quebec, Onrtarid and British

‘Columbia. (Other standardized reading tests, including

readiness tests, have also deen used by some.) In most
cases, the investigators have compared the scores with
scores of similar children in regular an!isu programs.
(1.Q. and SES are sosmetimes controlled.) The findings

-

of these studies are quite consistent. In the case of-

early 1nnursin: studies that begin in kindergarten, the
kindergarten chi |

be as read¥ for English grade one as regular English
program child

to the introduction of . formal €English language
fnstruction, the f{mmersied students lag behind the

controls in English reading. The immersion students

make a quick recovery in Eaglish reading, usually
beginning i1n grade three, after English language arts
have been {introduced. In grades four and five their
skills equal those of the English controls, while in
'grades six and up their skills are sometimes better.
In most cases of late immersion programs, there 1s no
fnitial lag. ' .

, . L3
Two American studies of English-speaking children

ldren immersed in French are found to

ren. At grades one through three, prior

in bilingual programs; one a Spanish immersion program

in Culver City, California and the other a program of
50-50 English/Spanish repeated 1instruction. (see page

.23) corroborate the findings of the Canadfan studies.
English reading is not jeopardized, although an initial

.kag may occur, in a program of total immersion. Reading
was tested with the Inter-American Tests and the
Stanford Achievement Test, . |

S1x studies have Vooked—at—children who Jive in a

‘dominant English-spesking environmsent and often use

English at home, but who take part 1n bilingual
programs  1involving a  heritage language. The
English/Irish programs have been described on page 22
and the English/Ukrainian have been described on page
6. The following excerpts from Veidt (1976) describde
an English/German bilingual program in Cincinnati:

In the spring of 1974, the
Cincinnati Board of Education gave
its approval for the establishment
of a unfque public-school German
language program: the German-
English Bilingual . Alternative
School. ...
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. The creation of such a program
in Cincinnati 1{s not wunusual 1in
view of the public  schools'
educational heritage and beneficent
historical attitude toward German
studfes. ... strives to provide
program participants with the
requisite tools for the mastery of

the German language 1in a setting
_ which slso stresses academic

achievement . fn  the regular
elementary school . curriculua.

Enroliment 9Js open to any pupil .

residing in the district  who (s
free of uncorrected speach and
hearing I{impairsents and obvious
learning disadbilities. ... :

.. Bilingual German {tnstruction
was introduced {in the autumn of

1974 to some 200 monolingual first-
and second- grade pupils 1n eight
classes  at two  Cincinnati
elementary schools. Each {ear the
program ekpands vertically ¢
encompass the next grade level., A

nine-to-twelve-year sequence - is . .

currently envisioned.

~ The tnitial three years of the
elementary curriculum have bdeen
designated as the bilingual
readiness portion- of the prograam.
During these _years approximately
one-fourth (70 minutes) of the
daily instructional time is devoted

to German Tlanguage learning. The-
seventy-minute. segment s divided

ifnto a morning and an afternoon

session during which an itinerant

German teacher visits each class.,
The remainder of the instructional
time is given over to the regular
elementary curriculum,

The sacond language time-block
i1s not utilized solely for German
language study per se.
Mathematics, music, art, and to a
lesser extent socfal studies and
physical education are--also taught
through the medium of German. The

amount - -and frequency of such

content increase . with the
competency of the pupils in
manipulating in Serman the

processes and ‘concepts fnvolved.
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Reading and writing in German are

not - introduced until the second

ear of fnstruction, This delay is

"based on the premise that the

- simulteneous introduction of

reading in two langusges can lead

to possible interference and, thus,

can be | detrimental ¢to the

development of reading

skittsiaboth tangusges.

for_ occasional __ _discussions on
‘selected cultural’ “-topics, the

. bilingual segment 1s  conducted .

‘ - entirely in German. .

(Veidt, 1976, pg.Cs-G)

The research data for
various standardized tests

proper

“these programs (using
such as MNAT, CTBS, MME,

Sateg-lgcsinigte an. the Stanford Acgiev*ggnt %ﬁsti-
show that ¢ ren learn to read Engiish while in these

1f they had been in_

bilingual programs just as well as
regular English-only prograas.

The study of pupils 1in a 50-50 Pilipino/English

alternate day pro’ral._(see page - 11) and a study of

0

Full Tt Provided by ERIC.

ERIC

— P10

'”prograasw in the United States

pupils in Persian/English partial and full {smersion

in an
studying English as a sacond language., (The Iranian
study reports some exceptions dependent on SES).

Reading i1n a Heritage Language

of Spanfsh’English  bilingua)
+/@ taken "up the

Several- studies

question of what happens to a child' . herzf?ge language

while enrolled in a bilingual progfasm. have used

the Co-operative Inter-American Te
to test Spanish reading, and aill ept.

compared the results with similar ¢hildren in
English-only programse. These bilingual programs vary
widely in the amount of time the heritage Janguage is
taught as a subject and/or used as a wmedium of
instruction. The Coral ¥Way and Redwood City programs
have been described on pages 7 and 23. A Connecticut
'pa1r1?g' model for Puerto Rican children is described
as follows:

The children in the experimental
group were: taught their Dbasic
skills - reading, writing,
arithmetic, social studies
(emphasizing the history . and e
cutture of Hispanic peoples), and €
sciencpr -- in Spanish by one
teacher. At the same time, an
English-speaking }‘AngTo teacher

42
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began teaching English, using an
aural-oral approach. - . When
individual children developed a
sufficient English oral vocabulary,
- she began teaching them to read and
write 1{n English, The Anglo
teacher was rés:oasihle -not only
for developing the students’ skills |
in the Engliish language, but also, o
in concert - with " the B T

- 'Spanish-speaking  teacher,  for L
. providing ° art, music, and - S

{nteégrated learning activities for - &
the children. . . ‘
(Plante, 1977, p.827) .

A New Ybrk City project ~at the iunior high school
level taught reading skills in Spanish:

The -experimental treatment = was

instruction {in standard Spantsh

with emphasis on specific reading

skills 1in Spanish.  Spectfally

prepared materfals—and procedures

were employed to' teach reading |

skills 1in Spantsh. These skills =~ - L B
- included word attack, using context o TR

to- develop word meaning, R
deternining main = 1{deas of 8
paragraphs, following a sequence of

events, following : written

directions, - making - {nferences,

recatling stated facts and

skimming, : - ‘

Spanish instruction was given
the experimental group four times a
week for 45 minutes per sessfon’at
School A and three times a week for
45 minutes per session at School 8.
The control group of School. A was
scheduled  for four additional o
periods of art, music, and health :
education. The control group of
School B was scheduled for three
additional perfods of art and
health education.
(Kaufman, 1968, pp.522-3)

. Three of these studies found that the children in Cohen, 1975

the bilingual Spanish/English programs scored mostly Cohen st al, W97
the same 1in Spanish reading as those in English-only Gaardner 8 -
programs. This 1s a difficult finding to interpret, Richardson, W6
because no comparisons are made with Spanish born and Noore & Parr, 18
educated children. Both --groips could be doing very .
poorly or very. -well. 1If both are learning to read in

Spanish, then the controls must be learning to read in

43
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Spanish with no formal fastruction -- English reading

skills must be transferred to their heritage language,

Spanish, or the children must be picking up the skills

 outside of school. Cohen et al. speculate abdout the
reasons for this finding fn California: .

A number of explanations wmight be
given for <he fact thst one group
of Mexican American children from
. - the -Comparison ‘school, where no
instruction was given in Spanish,
scored ‘higher on Spanish reading

. that the bilingual group. These .
children may have been transfering
strong English reading skills to
Spanish reading. It 1s. also
. possible that these children ...

. were - getting help {a Spanish
reading at  home where Spanish was
used.  Also there 1s:- some
indication that wmany of the

- children. 1n the Comparison group

- spent summers in Mexico where they
‘MY have learned to read in
Spanish. Thus, there are man
other variables bdesides forms
2 ~affect a

A &hild's,ibility to read Spanish.
- {Cohen et-al., 1976, p.9)

‘ The dominant influence of the Cuban culture in .
Florida has been discussed on page 23. Many Texas
neighborhoods bhave predominantly Mexican cultures.
Pryor describes the environment of four San Antonio

schools as follows:

ses these four elementary schools
are Jlocated in a section of San
Antonio that s 100 per cent
Mexican-American where poverty 1s
everywhere evident. Spanish is the
language which 1s,  spoken
predoainantly in the area. All of
the children 1n the project spoke
Spanish befoie starting to school.
s Even _the radfo and television

- programs are in Spanish.

(Pryor, 1967, p.sg

It may be, then, that at _the elementary grades at
Jeast, children will leard to read their heritage
1anguage in any type of bilingual program, as long as
the surrounding community is dominated by the heritage
language and culture. -

44
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Puerto Rican . children, on the other hand, in
Connecticut and New VYork, may not be in neighborhoods
that are 30 saturated ‘with the Spanish 1anguage and
"Puerto Rican cilture, for two studies have shown that
the children 1learn to read  Spanish better in a
Spanish/English bilingual prcgraa than in English- only

programs where they would nead to learn to reuﬂ Spanish
outside the school. ~

The Finnish chilaren in Sweden (soc page 27) are

in an enavironment that discourages the use of Finnish

~and the wmaintensnce of the Finnish culture,

. consequently, they too learn to read Finnish better in

a Finnish/Swedish bilin ual program than in a

Swedish-only program, although neither sitvation

- produces the ability to read Finnish as well as Finnish
born and educatad children 1n Finland.

o -ﬁtrtiaiinfﬁa9++sa~b¥%4agual—*
‘ and Manitoda helped the children
Ukratnian (teachers
but the 1lack of any kind of control groups makes it
diffftﬂ*t*tﬁ*ﬂfﬂﬂ further-conclusions. (See page 6.)

¢ And finally. Genesee et al, found that children
could Tlearn to read Hebrew as well in a trilingual
progranm zﬂebreu, French and English) as in a bilingual
grograu Hebrew and French). The children were first
nglish-speakers; Hebrew was their language of culture
and:religion. Again, the lack of a control group born

and completely educated in Nebrew makes it difficult to

say Jjust how well they rcad in Hebrew.

. are given on page 6.)

learn to read in

\\\\\ Reading 1in a Non-official, uon-heritage Second Language
' N It s not often that elementary .children are
" . taught to read in a “second language that s
N non-official and . non-heritage. The Coral Way two-way
"~ bilingual program- in Florida, previously described on
page 23, however, is one instance. English-speaking
’ children were involved with learning to read in
Spanish. Using - the

p Co-operative Inter-American:
Reading Tests the children were found to bDe making
good - progress towar

learning to read 1in Spanish,
although the lack of a Cuban born ‘and Spanish educated
control group makes {1t difficult to say Just how good
that progress was. The vestigators write that after

«—— _four yea the children 111 achieved better through
English than throug e difference
was decreasing year by year.

The .Culver City Sp
California is a second

ish\ immersion

program in
stince. These

excerpts

prograams in Ednonton* © Chipssn, 1982

rated their skills quite highly)

(nore detatls

Plsate, W77 -

e

Ufgren & Duvised
Birgerstam, -

&bmﬂmnﬁ&ﬁ§
Schools, 19?9 "

‘ihmndnﬂhn;i;

Geardner & "\\
Richardsen, 1964

Cohen, 197§
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A “"Pilot" group. of nineteen
five-year-old monolingual English
. speakers were = taught the
kindergarten curriculum completely
~in_ Spanish. .... In the fall -of
1972, fifteen  English-speaking
children from the original Pilot
kindergarten contfnued with Spanish
immersion {in grade 1, and six

dominant - or - monolingual
Spanish-speskers were added to the
. group. A new  “Follow-Up",

- - kindergarten group of English .
speakers recefved the same Spanish
. Immersfon progras that 'the Pilot
group had received, with  the same
‘Mexican-American  tesacher. ese
There was.no special funding, .no
teacher ~afdes, and no special
. curriculum or hardware., In many
. instances, the Spanish Immersion
teacher sinply observed -and
borrowed techniques froa  the
- conventional English kindergarten

and first-grade teachers. ...

The children knew that Spanish
was the lsnguage of 4{astruction
right from the start. When native
Spanish-speaking ' students -~ were 7
added to the <classroom at the .
first-grade level, they were

———eeme welcomed by the Eng!isa-s:eakihg-
‘ .

ERIC

Full Tt Provided by ERIC.

»

students as models of Spanish, and,
more important, as frieads. ...

. Parental support for the
Spanish-Immersion program has been ,
very Strong. ... Two families -
reported .changing  their persona)
plans for the sake of the program.
+as One Anglo parent expressed
pleasure that the project
would enhance cross-cultural
understanding. ' ‘

. Students 1{n the Pilot group were given the
Inter-American Prueba ae Lectura as & test of Spanish
reading at grade one. e test was 2also administered
to students of similar age- in Ecuador, to obtain
comparative data on Spanish reading witiin a
monolingual Spanish school system in a Spanish-sgeaking
country; There was np significant difference between
the two group on either the subtests or on the total
testo ¢ ’ ’

.y
A e e e e —
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A 'tﬁird experinen€ 1nvestigated the extent tO0 _Covand __ -
which elementary school childran 1n bilingual programs Sersed, 1976

in Iran learned to read two languages - Persian and a :
non-official second language, English - that have quite '
different linguistic and writing . systems. The authors

descride the sociolinguistic context as follows:

Although Perstan (Farsi) 1s the
main language of communication .in
- -Iran, knowledge .of _.a _. second.

language . s considered a
desideratum for advancement in most ‘ :
fields., Indeed, all upper middle Te

- class and upper <class members of - -
- society are presumed to have some : L
command of one  foreign language,
and bdoth the Kipg and the Queen
speak at least two other languages.
Parents who send their children to.
bilingual schools are members of
the upper middle class and upper
class. Their commitaent to
bilingual education 1s evident 1{n
their choice of 2a dilingual school
.over one of the ‘better quality
private monolingual schools. The:
childrea,va%sendgasm~tne~mh411ngual - ~
schools have an extremely positive - -
attitude toward the type of )

education they are receiving.
(Cowan & Sarmed, 1976, pp.96-7)

Iranian children 'in grades one, three and six in '
full immersion (all  1instruction in English with 1.1/2 Y.
hours of Persian a day) and partial immersion (subjects
taught 1n English and Perstian for 1/2 day -each)
bilingual programs wereg administered the vocabulary and
comprehension subtests'® of the - Gates-MacGinitie
Reading Tests and vcompared with students Tfrom an
‘Eng1!sg monolingual school with  no Iranian children.
At grades one and threc, children in the two bilingual
programs scored  as welf or bet.rr than .the controls.
However, at grade six the experimental children
(particularly those of monolingual Persian home
backgrounds in the partial {immersion program) tended
not to score as_ well as the controls (usually the
vocabulary subtest).

Reading in an Official Second Language

The studies of Canadian French immersion programs Andrew ot al, %
(early and late; full and partial) have shown  that  Barik & Swals, %
English-speaking children 1learn to read the official Barik & Swefa, ¢
second language, French, better than similar children Barik ot al, WY
in regular programs that teach French-as-a-sacond:  Bruck et al, 797
language, However, when their scores were Jjudged Bruck et al, 197
according to norms for native French-speaking pupils in Bruck ot aly 197
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Montreal, the investigators usually concluded that'the'

.children did  not quite reach . native-like proficiency.
When scores were compared to specially chosen control
groups of - Montreal French-speaking and educated
children, immersion rogram children  in some studies
.did as well and in other studies did not. A couple of
studies suggest that as early immersion children reach
higher grades, at which time the percentage of French
in the program {s frequently decreased, reading skills

may begin to fall even further behind French control

children. The studies generally show that the amount
of contact time. in French is important 1in learning to
read French; that is, full {mmersion is more effective
than partial {immersion; early immersion {1s wmore
effective than lTate immersion; and, out of class use of
French helps. ‘ : '

Several of these résearchers used tne'nornsgof the

Test de Rendement en Francsis. Other  researchers used
tests develaped at the Ungario'lnstitute for Studies in

Education by the Bilingual Education Project .such as

the Test dé Lecture and the st de Compréhension
de L'Ecrit. e Yest de Lecture " ornia“ was also
used. ers had ¢ ren read passages Trom books,

-magazines, and newspapers or read and f111 out job
application forms. i ‘ :

Macnamara's study in Ireland (see page 22) reports
findings similar to those of the Canadian French
immersion studfes. Using a test of 1Irish constructed
by inspectors of the Department of Education including

items measuring vocabulary and comprehension  of prose.

passages, he found that Irish quotients d{ncreased for
the English-speaking Irish children as the use of Irish

as a teaching medium increased. The group 1smersed

entfrely in Irish unti) the fifth standard was even as
?oo? a: the native Irish-speaking .children 1in Western
reland, .

Grade twelve French students in a bilingual
French/English program in the Nfagara South Board of
Education (see page 30) and grade one Filipino students
fin a bilinguai Pi1ipino/English program 1in the Republic
of the Philippines (see page 11) were both tested in

heir English reading ability. For both groups of
students, English is a second official language of
wider communication. The results indicated that .both
were making progress 1in English reading but that
control students educatéd entirely in English were
somewhat better. - :

Another set of thirteen studies focus on children
who occupy a minority status in a country and have a
first language that is non-official in that ceuntry.

Bilingual programs have been started for such children,

Cravford, 1984
Cziko, 1976

" Edvards &

Casserly, 1976
Gensces, 1976
Geneses, 1978(b)

. Geneses ot sl, 1977

5"““natlﬂ.ﬂ”9~l

-Lombert &

tm.f' we
Lapkin ot ol, 1981
Shepsen & Day, 1982
Kaufsan, 1978
Swaie &

Lepkia, 1977
Swain ot al, 1981
Tucker ot al, 1976

Mechaug. a, 1966

Popp, 1976
Tugker ot al, 970
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usua!ly on the prclise that the chi!dren will do better
in the official second language 1f their first language
is recognizeé and used in the educationnl setting.

Five of these studies re ort impressive positive

,'findings. First, the bilingual prog-=am for Aboriginal

children 1n Australia has been described on page 13.

In 1976, the children 1in Years five, six and seven of.

the bilingual program ueg: given dthe chonell Rc din

ren - - PG
noaqlingual education syste-. At the Year five level,
the English-only children were perforaing significantly
better than the bilingual children. However, by Year
six, there was no significant difference between the
performance - of the bilingual children and the
English-only -children, and by the Year seven level, the
superiority of the bilingual children was staeistically
highly significant on one test. The authors concluded
by writing:

It 1is ?l 1n that although the
bilinguall schooled children
generally parforled better than the
children from the Eaglish-onl

prograa, their standards were stil

consideradly bdeldw - the national
average.  -Bilingual elducation 1is

“Eagiish - .-

[

Becon ot al, 1982
Gale ot al, 1931
Nm' 19“ -
Plante, 977
Rosfer &
fmlll' m :

i ——— g

g
a2

effecting an imsprovement in
standards, but 1t will need to be
supported by further research into
crosscultural education  and
Aboriginal learning and cognition,
and by improved Pprofessional
training of those 1{nvolved in
Aborfginal education. '
(Gale et al., 1981, p.309)

Secondly, the bilingual program for Puerto Rican
children in Connecticut has bdbeen described on page 35.
At the end of the two-year study period, the children
in both the experimental and control groups were

analyzed with- the English  version of the.

Inter-American Reading Tests. The experimental group
of second- ana'iﬁiraigbaae children achieved a greater
growth i{n English reading -than did the children
remaining in the -English-oriented c!assroons. iis

author concludes:

Judging from what has taken place
in the bilingual-bicultural program
for. children at Columbus School,
there seems to de no doubt that
students who .are dominant iJn a
language other than English benefit
greatly from a program that teaches

49
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a1l the basic skills in Spanish
~combined with English language arts

instruction. .
(Plante, 1977, p.427)

A basic assumption of a third bilingual program --
for Navajo children at Rock Point, Arizona -- was that
learning to read i{n:the language one. speaks will
rrobably result 1n better reading skflls, which will

ater result in dbetter reading in the second language;
English: - Amtntstrattom —of the yement
Test to fourth and fifth graders 1n e ngua

program revealed that although the students were below

i

- the national norms, they were not as  far delow as

similar children without bdilingual educatfon had been
in an earlier year. When compared with- children from

- eight other English wmonolingual BIA schools on the
Navajo reservation, the bilingually educated children

were much closer to the national norms and demonstrated:

a greater ' growth rate in reading skills.  The

reseirchers also compared Navajo. childrea in a |

continuous biiingual program - with those in an
‘interrupted one aad found that the continuous program

»

was more benaficial. ¥hile a certain caution myst de

exercised because no attempt was made to account for or
control the many other vartables, the authors give_the
following interpretations and conclusions:

o — & —
P hiaFara i Aol T

)

Students taught to read in a

" language that is unfamiliar face
two tasks. They wust learn .to
understand (1f not talk) the new
language. And they must learn the:
sk11l  of reading, wusing that
language. .In  the bil{ngual
approach, reading i1s taught in a
familiar language, reducing the.
task facing the child to that of
learning the skil} of reading.
Once reading skills have been

- established in the first language,
they can be transferred to the
second language (which the child
h:s ?een learning orally for some
tﬂe » N

. Both the fourth and fifth
graders in this study had received
instruction 1in content areas in
Navajo sfince the third grade. The
teaching of Science and of Navajo
Social Studies 1n the Navajo
language may have given students

ractice 1in critical thinking

eyond the level accessible to them
in a monolingual English
curriculum. Teaching in Navajo may

- o0

anTord Athigvement =~
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e _J;also have given the Navajo language‘
o | | equal prestige with English. vee T

Data presentod here suggests = .
that the effects of (continuous) '
bilingual 4{astruction may be
cumulative: that while Navajo
students who have recently (in 2nd
grade) added reading in English to
o reading in Navajo may ' do no better
v . on standardized ach eveneut tests

v v than Navajo. students who began
reading in English, they do achieve ..
better test scores each year
therecafter. Nor does the -
d{ ‘ference seem to remain the same,
The students who learned to read in
NRavajo appear to obtain Scores
progressively higher than thase who
did not. In effect, their rate of -
growth = helps them to achieve
'grogressively - closar ' to the

national norms® 4a each grade
third through sixth, instead of

laintalning' a ‘ coatinuous
"educationally retarded” level of
achievament.

=T " (Roster & Farella, 1975. PP-337'3)

A fourth study examined the _effectivenoss of
bilingual instruction with Cherokee Indian students.
The Cherokee " tride in northeastern - Oklahoma - was
identified as one of the American Indfan tribes with
the greatest need for bilfngual education because of
their high dropout rate from the public schools, their
language deprivation, and. their high unemplioyment and
poor economic conditions. The Cherokee Bilingual
tducation Program was funded and begla operatfon in
1969° in four rural de:endent schoo in Oklahoma.
Because the project schools did not have bilingual
teachers, bilingual Cherokee Indian teacher aides were’
employed to work with the classroom teacher in a teanm
effort to provide bilingual education for the Indian
child. The SRA Achievement Series was administered to
two treatment groups of e ? grade students {one had
participated 1in the bilingual program for five
consecutive years, the other fog four) and a contro!l
group who did not receive {1ingual instruction.
Control varfables were educational ability, age, sex,
degree of Indian blood, Indian tribe, pass-fail record.
grade point average, speaker of Cherokee and father's
educational ' level. The results related to reading
were: -

o 1. When the reading achievement scores
of Indian children who received
bilingual instruction for five

ER&C‘ o1
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‘ consecutive years were compared to

- , the reading achieyement scores of
| comparable Indian children who did
not receive K bilingual tnstruction,
the Indian'children who recefved
bilingual  {nstruction scored
sfgnificantly higher on the reading
-achievement subtest than did those -

- _ not receiving bilingual)
fastruction. | A \

2. When the reading achievement scores
of Indian children who received
bilingual instruction for four
consecutive years wore comspared to
- the reading achifevement scores of*
s compsrable Indfan children 'who did - :
not receive biltingual instruction
the children uho-rocnivod.bilinguai
instruction scored ~ significantly.
higher on the reading achfevement
- subtest than did  those " not
receiving bilingual instruaction. '
(Bacon et al., 1982, p.36) (

The fifth study 1{s one that 1s widely quoted and
involvas Indians 1n the Highlands of Chiapas, Mexico, Y
desceniants of the- e, who have preserved wuch- =T
of thair ancient culture Jut who' -are rapidly bdeing - e
| introduced to the wmodern world.  The details are
- interesting: : e a
Threé . tribal areas were selected i
because of differing prevatling ' §
attitudes towards - schooling. ' N
- Tzeltal-speaking Oxchuc- was chosen =~ .. . -
' - because, of all the Vlighland
tribes, it has shown the greatest
enthusiasm for schooling; .
R Tzotzil-speaking Zinacantan has
' shown the greatest resistance while
at the same time being the most
exposed to outside nflugnces;
Tzotzil-speaking Chenalho oclupies

an, {ntermediary position. ...
{Moajano, 1968, p.35)

ese fthin each tribal area an
.equal number of Federal or State
‘sponsored schools were matched as
closely as possible, on the basis
~ of demographic data for the hamlets
they served, with the bilingual
schools of the National Indian
Institute. In the Federal and

State schools reading was taught
exc)usivqu fn the national =«

59
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language; in lnstitutc schools it

was intdéoduced through ‘the
vernacular. Two principal criterta .
were used to determine with which ;
approach there was ¢ Qatcr roadiﬁg
comprehension in natifong
language: first, groportioas of
students who were selected by their
teachers . as being “.... able ¢to
understand what they Tread fin
Spanish”; second, scores on & group .
test of reading comprehensidn 1n
Spanish which was sdministered to.
the selected students.

(uodilno; 1968, P3S)

- leclusc of the high rate of
‘ failures (counnn - throughout the
nation), poor attendance,

conyctitlon with child lsbor, and
later entfance for some students,
ages varied consideradbly " within

, each class and ranged from
six-year-0lds .to teenagers 1in sost '
beginning classes. :
{Modiano, 1968, pp.33-9)

In all three tribal areas, the results of the

teachers’ ratings and the group r.adin? test showed
s

that the children {in the dilfagual schoo could read
the offictal languagn Spanish, bDetter than those in
the Spanish monol

the results as follows' *»

"N\\\“‘*-\k P oungsters of liaguistic
.minorities Jearn to read with

greater comprehension in the nh
national language when they first
learn to read in their mother
tongue than when they receive all
reading instruction in the national
language. It is less confusing and
discouraging to learn one new skill
with known material than to learn
two new and only somewhat related
skills - with material that has no
meaning. Meaning .is essential ¢to
. reading comprehension., A second
consideration 1s that the negative
connotations which, in some cases,
accompany the learnfng of a second
language tend not to contaminate
learning to read in the mother
tonguac ’ :

03
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ngua schools. The author discusses
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The Mexican study also showed
that teachers' . ability to

communicate with their students and
their attitudes toward them may
have outweighed thetr training or
educational level. ’ ,

—{Modiano, 1968, pp.42-3)

matning seven investigations did not report .
positive evidence. First, the Redwood City
grﬁernm-(scc page 7) that introduced Spanish

most sing}:paeou:ly found that on

} and the Cooperative
X teading, the children Tn e
_programs did better 1in English reading.
tlate that the nature of the program

eading al
T

S OF R

and teaching iij 5¢ related to the results:

The theory iafuthit»lnitihl reldjny“
- {n the dominant. or native language
in

would help thé child read better

English. ...  These findings
suggest ' that  reading  taught
bilingually may not facilitate
reading in Engliish; that 1{nstead,

and exclusively n Eh?lish appear
to do better in English reading
over time, ‘

The difference in teaching may
also have influenced the trend. In
the bilingual program reading fin
English and Spanish were introduced

.to Spanish speakers aimost

simultaneously, very possidbly ¢to
the detriment of average or poor

readers. The Comparison school was .

known to have excellent English
reading teachers from .the start.
ess Although highly motivated and
enthusiastic, the bilingual
program's teachers were not 'as
experienced {in teaching English
reading, nor had they generally had
as much teaching experience
altogether, Thus, the  findings

need not indicate that bilingual
education 1s incapadle of maeing

good English readers out of readers
who start in their vernacular or
bilingually, but rather that
specific bilingual methodologies

‘may not be successful under certain

conditions.
(Cohen et al,, 1976, pp.7-8)
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classes were made of English-dominant chi

~48-

~ Noore and Parr designed a study .to measure and
compare the effectiveness of four programs: a
maintenance bilingual program, a transitional bilingual
program, a minimal Dbilingual* program, and a
nonbilingual program 1{n one Texas school district.
Maintenance <classes operated on  the assumption that
Spanish-dominant childréen would learn more ‘reading if
their native language skills were refined and
reinforced, The transitional approach used Spanish as
a means of connnnicat!ng~with » students when they did

0

not understand instruction in i“?]i‘hq This approach
focused on improving the students’ _ability to learn in

. English, Early in the programs the time devoted to

instruction {in. Spanish was coamparable for. the
maintenance and.the transitional approaches. Over the
year, however, in the'transittgﬂsl classes, instruction

in Spanish was gradually lessen®dd " in favor of English.

Using the go-groh%n%ivg Test of Basic Skills, the
researchers found tha e non ngual classés scored
significantly higher than the bilingual classes on

' reading and language achievement in
Engliish. However, a-limitation of the study 1s that it

. did not {nclude random assignment of students to the

four progrzms and there is a suggestion in the paper
that the dilingual classes were made up“oV children of
limited English-spesking s 1s while th?'nonbiljngual
dl‘gl‘l.
. M P
Pryor studied Spanish—spnakiiiﬁcgjldrﬁd.an San
Antpnio, Texas (see page '37) 1n four schools each with
a bilingual program in grade one where thé-children
studied Spanish for an average of one hour and tuenty

" minutes a day. 1In one school, the children made good

progress+~ in English reading when compared with
Spanish-speaking children fully competent in . the use of

: English assigned to regular monolingual English

programs. . In two schools .the progress was not °so

pronounced, while {in the fourth there was _no

difference.

In the Coral Nay tugéwiy"biiingual program in

Florfda {see page 23) thére was no difference 1in the

English abilities of Dbilingually and monolingually’

educated Cuban children. .
B SJniiarly, Hijnstra, 4n his study .of Frisian

children (see page 13) found the children had reading -
-comprehension scores in Dutch that did not vary by

program -- bilingual Frisian/Dutch and monolingual

-Dutch. Mowever, a surprising finding is that children

in both these programs were doing about the same as the
rural Dutch chi}dren of Utrecht. -

‘The\hurpose of a New -York City junior high school
study for seventh grade - Spanish-speaking students (see

page 36) was to. determine 1f instruction in the native
languvage would ¢ to interfere with, to facilitate,
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or to have no effect on reading ability  1in English.

Using the B¥rrell-5ullivan Reading gagacits and
- Achievement Tests @ investigator found some evidence
of pocitive transfer and no reliadble evidence of

interference and concluded:

Planned transfer of learning from ~
Spanish to English has some value
for i{mproving reading ability in
English of Spanish-English
bilinguals who are retarded 1in
reading English, Direct
fnstruction in reading Spanish .
should - be offered - ¢to
Spanish-speaking retarded readers
because of its potential value as a
source of transfer to reading
ability - in Epglish, and -because
reading . ability in Spanish has
value in its own right. '
(Kaurman, 1968, p.527)

~ Finally, the experiment with Finnish children in
Sweden (see page 25) found that the bilingual program

children were behind 1in Swedish 1in grade one - when

compared with monolingual program Finnish chitldren, but

that in grades two and three their achievements were at

the same level. The authors “concluded that .Swedish
language development did not appear to be negatively
influenced by the bilingual instruction. Both groups
were one standard deviation below Swedish norms.

Bilingual Children in Monolingual Programs )

Three studies have focused on the circumstance of
children from bilingual  home environments 1in
English-only school programs and how they progress i

contradictory, Tsushima and Hogan tested children with
Japanese mothers and - English-speaking fathers and
compajfed them with children whose parents were both
English-speaking and found that at grade three, the
bilingual children did as well as the monolingua)
children but that in grades four and five they were
significantl{ poorer in English reading comprehension.
Spence et al. found no significant difference on the
Metropolitan Readiness Tests between grade one
Jdexican-American ¢ ren from bilingual homes and
those from monolingual Spanish honmes. Rogers and
Wright classified children entering Toronto schools
into two groups -- monolinguals who spoke only English
on registration in kindergarten and E.S.L. children,
some of whom spoke no English but would sopn he exposed

. and some of whom spoke English and another tongue.

Using teachers'  ratings and the Metropolitan
the authors reported that . in

Achievement Tests -
comparison to tﬁe monolingual children, the E.S.L:

o6

Rt

Rogers & o
Wright, 1969 :
Spence et al, 1971 ..
~fsushima & =
Hogan, 1975 '*
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children started school with a considerable performance
deficit but had avercome the deficit by grade three.

Summary )
 This section may be summarized as follows: |

1. Children whose first language is official 1in the
country ‘- learn to read that language with no
detrimental, effects while learning a second
language (Q&ritage. official or non-offictal) in a
variety of bilingual programs. In full immersion

rograms, an initfal lag is frequentiy reported.
gixnnplas are English-speaking children 1learning
their heritage language, German, in Cincinnati;
English-:geakiae children learning the official
second anguage, ' French, in  Toronto; and
English-speaking " children learning the
non-official. second language, Spanish, in
California ) » :

2. Children can make progress in learning to read a
"~ heritage language in a variety of bilingual
programs. The progress is rarely compared to
control chil ren born and ed.cated in that
language, 50 ' the exteant of the progress is
.difficult to Judge. There 15 some suggestion that
if the children - are {n a community where the.
heritage language. is dominant, elementary reading
skills can be 1learnged in the heritage , language
without the advantage of a bilingual program. (An
example 1s Mexican-American chiiliren in Redwood
City, California learning Spanish.)

3. Cchildren can make progress in learning to read a
second language that is non-official and
non-heritage 1in different bilingual prograns.

e

e o i i

'~a~w-~-l~ .. . Reasons-for learning a non-official, non=heritage .

second language may relate to the world status of

. the language or to the proximity of a second
culture. (An example is Iranian Persfian-speaking
students learning English.)

4. Children whose first language is official can make

?rogress fn learning to read a second official

anguage in & varfety of bilingual programs. The

more contact time 1in the second language, the

better the development of skills. (An example is

Erglish-speaking children learning Irish in
Ireland.) ' “ :

5. Children whose first language 1is non-official and
who occupy a wminority status in & country may
learn to read an official second language better
if first introduced to -reading im their own
vernacular. (An example 1is Navajo children
learning English in Arizona.) :
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General Language Proficiency

Measures of language. proficifency 1in two
investigations have bdeen reported in the faerm of
overall jcores rather than as spaaking, listening,
writing and/or geading scores.. )

« . On July 16, 1970, the Legislative Assembly of
Manitoba unanimously adopted B111 113 that
officially recognized French and English as
languages of {nstructfon in Manitoba pubdblic
schools., However, many Franco-Manitobans were
reticent in availing themselves of their new
educational rights because, as Hébert et al. point
out, they were quite assimilated. That ts, during
the 1972<73 school year, close to 40%. of 16,263
francophone pupils did not take a single course
taught 1in French. and, according to the 1971
census, only 42.7% of 86,515 persons whose ethnic
ori?in.was - French used French regularly 1in their
datly lives. The francophone parents feared (1)
that their children would bde less successful
academically in programs having a high percentage
of courses in French and (2) that their command of
English would deterionate. One goal of the study
done O Hébert et al. was to assess the
francophone students' competence 1in English and
French in “relation/to the overall percentage of
instruction that | they received 1in the two
languages. ; ' .

4 The ' research project {involved 2,144
francophone pupils 1n 115 grades three, six and
nine classes 1in rural. and wurban centres.
Con*rolling for intelligence, socio-economic level
and motivation, the investigators concluded:
_The results of the research project

clearly indicate that the

percentage of instructin received

in French in class has no influence:

on the pupils' performance 1in

English. In other words, a pupil -

will.  do-just a5 wWéll in-Engiish
. regardless—of whether he or she

received 20% or 80% of his or her

instruction in French. Academic

achievement in English is

completely independent of the

amount of French instruction

received; this finding holds good

for all three grade levels tested.

The situation with regard' to

‘Frangais, however, 1{s completely
different. MHere there is a clear

.08

. Hibert ot al, 1976
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relatiouship between the alnunt of .
instruction » received in class . in
French and. - the students’
perforsance in that subject. The
relation between the percentage of
French in class and achievement in
French as a subject 1is bdoth
positive and strong; 1a other
words, the more French is used as a
lariguage of {nstructigs t{n the
classroom, the detter the pupils
-perfors in Frangatis as an academic
subject.

(Hébert et al., 1976, 99.1353)

It seems therefore ~ that - in
Manitoba, @& societ which is
overwhelmingly angiophone and where
Freanch . is the language which s
difficutt to _ preserve; school
.prograsmes having a high percentage
of instruction in French offer the
best possitility  of- ensuring
effective bitingualism among
childrén, - combined with high
achievement . in other academic
snbjects&

(Hébert et al., 1976, p.22)

The second d{nvestigatifon presents a conclusion
similar to that for Erench achievement above but with
an 1interesting and thuught-provoking twist, The
subjects were Arabic-mother-tongue studcnts enrol)led in
the Amerfcan universities 1{n Cafro and Beirut. ~The
students were asked to indicate those grades (from one
to twelve) in which they had: (1) studied English as a
foreign Tlanguage, (2) studied French as a foreign
langua e, (3} used English as a medium of instruction,
and (4) used French ss a medium of instruction. Their
English profictency was then assessed with the
Michigan Test of English Lanquage Proficienc the

\«-A\‘ sz- ~

A Dbetter ovarall predictor of
English profictency was whether or
- not the Ss had experience with a
foreign’ language as a medium of
instruction. = Furthermure, the
medium oY instruction did not
necessarily have to be English, as
can be seen by the relatiyely - high
performance of Ss with FMed. One
conclusion which can be made s
that exposure to a foreign language
used as a medium of instruction may
result in improved FL proficiency,
even when the medium is not the

s
(>
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-~ dominant language of the community
- proportion to the amount of time it 1s used as a medium
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same as the target~ language {in

this czse, English). - o

. "Apparently, in the two present
investigations, students who
attended classes 1in whi¢ch some
Indo-European language was used as
the mediun of .fastruction achieved
greater EFL proficiency than
students who did not, regardless of
the number of years _.fhey  had
studied English as - . formal
classroom subject. ... the main .
purpose of this note remains ¢to
question the ready acceptance of
the maxia that "lots  of English is
good for lots of people” which
seems so prevalent  in many
countries and to . suggest that

‘%g cational researchers working in

€h countries may wish to begin a

more systematic search for factors
related. to ~ increases in

~ English-language proficiency at

various stages . of study -under ~

diverse circumstances., - '

(Saegert et al., 1974, pp.103-4)

Summary

These twc studies .of very\ different subjects
suggest that proficiency in a language that is not the
-may be increased in

of instruction 1n school and that using the lan uage as

a wmedium 1s more productive than teaching 14t as a
subject. : .
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Language Usage

Four investigators have considered the degree to
which children in bilingual school programs use one or
both languages in the ‘out-of-class environment. Two
have studied the use .of French by children in Canadian
French immersion programs. Shapson and Day asked early
French immersion students in grades five and six about
their usage of French in 8ritish Columbia (no control
group was {involved) and were told by the wmajority of
the students that they talked “a 1ittie” French outside

- of class and that they did not talk with their friends

fn French at all at recess and lunch time. Responses
from early "~ and late French i{immersion students in the

-second study in Montreal were similar:

Thus, it would appear from the
students' own reports that the
Immersion experience has not
« resulted in any actual greater
self-inttiated  use of French
outside the school setting with one
exception -- the . grade 6 Immersion
students reported that they read
French bdooks and magazines more
often than did the - Control
students. There 1s - also an
apparent ~ lJack of differential
interest or effort 1{in creating
situations where French could be
used. ... Immersion students were
not more likely than the regular
students to initiate a verbal
exchange in French with someone who
they thought was French-speaking.
(Genesee, 1978(a), p.26) :

The resesarchers of the English/Ukrainian program
‘in Edmonton (see page 6) asked the teachers and parents

to judge the degree to which the experimental students
used Ukrainian out of '‘class, Over three-quarters of
both groups reported that the children “"rarely® or
'gon?times -¢poke Ukrainian with other people-outside
of class.

Finall{, ‘the researchers of. the Redwood City
Spanish/English pro;act in California (see page 7) used
observers, students' self-ratings and parents’ ratings
to determine the wusage of both English and Spanish by
the experimental and the control groups. Theay found
that the bilingual group used more Spanish than the
control group and more Spanish than English, The
environment of both groups of children was very much a
Spanish one:

MWRLABLEGOPY 61
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. The parents used Spanish  almost
- exclusively at home, and 60% of the
-husbands were reported to use
either Spanish and English or
Spanish exclusively with fellow
workers  at their place of
employment., Of those families that
uent,'to‘ghurch {(70%), two-thirds

said that the priest used only -
o ' Spanish../. - oo
- . (Cohen, 1975, p.74) "
~ ‘Summary -// | | ' .
These few —studies sugggest that a bilingual

frogran in itself does not usage of a B
anguage in a community. However, if a comaunit{ makes S T

extensive .use of that 1language, then the bilinguai -

program might. help maintain 1t,

ERIC b2
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Mathematics

Mathematics Tau ht_ Through the Medium of an Official
econd Langquage .

\SNeral -invastigators -of Canadian French immersion Andrev et sl; 19
programs @ addressed the question of how well Barik & Swels, 1
children lear thematics when taught through the  Barik Otllqﬁf
medium. of - the offic sgcond language, French. The Sruck, 1978
programs {include early; te” and partial French Bruck ot ol, 197
immersion and vary substantial the numder of years ~Bruck ot llvﬁ%
the children study mathematics thrc of Cravford, 1984 -
French and 1in the ages at which such {nstruction is tdvards & -

f ., th h Casserly, 1976
W In a few cases, the quihors  Goassen, 1976

do not ex licitd state the coaditions of the progran.
P y prag ) Gnnnn.fﬂnﬂa

: The majority of the investigators tested the Geauses ot al, ¢
children's progress 1in. mathematics -in the English Genesee ot al, -
langu;?e and compared their scores_to English-speaking - lebertd
control children; however, some tested in the French Tugker, 4972
language and used French and/or English controls while Lapkin’et-sl, 1{
a few tested in both languages and used both sets of Oliver ot al, -
controls, - . | :h”i”: & ay; -
: - wain

Those who - tested in English mést frequently used Lapkin, 1977

the ‘Canadfan Tests of Basic Skills and the - Swain et sly 15
Hetrogolgfan Achievement Tests (subtests on concepts, : .

problem soliving and computation). In the most general
terms;-with the. exception of one study (Barik et al.,
1977), the investigators found that the childrea did as
well ag English-speaking controls and at times did
better., Lambert and Tuckar wrote the following about
their-findings: .

- These results indicate very clearly
that the French training they
receivéd ‘-in math had "gotten L
through® to.them. . _There are two. - i
likely explanations: either they
are | anazingly clever in .
transferring the fruits of this .
training, and/or they are obliged :
by their training 1in French to S
relate new notions and concepts to :
their English reserve of basic.
meanings at the same time as they
devalop new complex 1deas in
) French. The fact that they are
even more skilled in the
application of these 1deas than the
* Controls {(at ¢this grade 1lavel)
suggests that the processes of
transferring and relating may make
the newly developing concepts

63
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) . . particularly vivid--.and meaningful,

- “  thereby soeeding up the 1learning
~ process itself,

(Lambert & Tucker, 1972, p.86)

- Those who tested in French most frequéatly used
the Test de Rendement en Mathémati daveloped by la
Coamission des Ecoles CathoTiques de MNontrfal. 1In most
cases, the French immersion children did as.well as the
French-speaking €ontrol children and Dbetter- than

children in regular . "~ . studying
French-as-a-second ?qgguage:*f”“fnnnsrﬁus

e T The study of Franco-Manitoban pugns in the pubdlic Wébert ot al, 1976

: school- system discussed on page 51 found that (1) = -
. achievement in mathematics was dndependent of the -

: percentage of -tastruction received in French in the . .

. overall curriculum and (2) the Yanguage of fastruction ;

. for mathematics had no effect on achievement in ’ oy

pathematics. The pupils were allowed to choose French 3

or English for the mathematics test and the

investigators reported that English was more frequently

chosen,  even-among the 305 of those who had

studied mathematics through the medium of French.

Macnamara also considered ¢ topic but the Macasmars, 1966
research design he used did not ~Yead to clear
conclusions. The children's prodblem a mechanical
arithmetic abilities were studied for (1) th
| entirely in English and tested 1in English, (2
- taught arithmetic in Irish and tested in English,
(3) those taught entirely-in Irish and tested tn Irish.
He found that those taught entirely in Irfsh and tested
in Irish scored 1lowest in problem arithmetic. One T )
cannot be sure whether the conditions of teaching or T~
testing or both were the cause. : ‘

Mathematics Taugh
e€

t Through the Medium of a Non-official,

s et o name e e -- .

e s —— a2 At ¢ e g 4o
N

The Culver City Spanish immers‘on program 1n Cohen, 1974
California modelled after the St. Lambert French :
immersion project (see page 38) tested Anglo children
in grade one with the Cooperative Primar
Test of Mathematics after two years ggm “““ ’Span‘lsg
immersion program and found they performed as well in
mathematics when tested in the English language as did

" comparable students in an adjoining classroom in a
regular English school program.

Mathematics Taught Throuiﬁ.the Medium of a Heritage -
anguage T

A few bilingual programs have been designed so Bacon et al, 1982
that children receive 1instruction in mathematics Gale ot al, 1981
through the wmediym of their herftage language. Plants, 1977
Researchers have studied such programs for Cherokee Veidt, 1976

Aruitoxt provided by Eic:
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children in oilahﬁaa (page 44), Aboriginal childien in
Australia ipcgc 13), Puerto Rican children 1in

Connecticut (page 35), and children in a German/English
bilingual program in Cincinnatt (page 33).

The .GCiWerokee tribe 1s unique {in the area of
bilingual instruction among the American Indian tribes
because :they have their own written language and f{n
1971 the progras studied by Bacon et al. " {atroduced
curriculum materials utilizing the Cherokee language -
through the 6hcrokoe\syllabary in grades two through
five. In the first few grades' of the Nilingimbi
bilingual " edycation program all math was taught by
Aboriginal teachers using their own language. The
experimental Puerto | Rican .children were taught
. arithmetic 1a Spanish for two years by ‘a
P Spanish-speaking teacher. And, mathematics was taught

in German, the amount and frequency increasing with the
competency of the. pupils in the language, 1in the
Cincinnat{ innovation. . ’

In each case, researchers tested the chiildren in
mathematics 1n the official language, English, and
compared the scores to similar children in regular

English programs receiving mathematics imstruction, of.
course, in English. The children 1n the Spanish and
German programs were tested in the early elementary
grades with the Meiropolitan Achievement Tests, The
Aboriginal children were tested in- years five, six and
seven with self-made addition, . subtraction,

multiplication and division {tems. The Cherokee
children were tested 1fn grade : efght with the

%RA Achievement Series, . having received Ddilingual
nstruction or four or five nsecutive years

beginning in grades one. and two.

In all four studies, the. Bilingual rogram
children scored as well as and mostiiy better than the

mee— e - monoTIngUAT Ty CéduCAted chTTdren.  — These TesuTts " were™ —

also true for the more adstract arvas of arithmetic and
for problem solving. The investigators of the
Australian study commentad as foilows:

It 14s interasting to notice from
these math test results that the
recipients of the vernacular
education were at the greatest
advantage in the most abstract or
cognitively demanding processes:
multiplication and division. In
grocesses more dependent upon rote
earning, viz. addition and
subtraction, the advantage of the
bilingually educated children was
not so great.
(6ale et al., 1981, p.308) he

Aruitoxt provided by Eic:
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Mathematics Tau*ht Through the Medium of an Official
rst Language 1n a Bilingual Program
- The 50-50 E€nglish/Ukrainian bilingual programs in Ewanyshyn, 1980

the publfc and separate school systems in Edmonton (see  Muller ot si, 1577
page 6) did not teach mathematics through the medium of
Ukrainian, but the researchers nevertheless tested the
children's . progress in that subject. When compared
with the progress of simflar children in the regular
school program, there were generally no differences.

. Therefore, the bilingual program apgearcd to be. of no
hindrance to a subject taught in English,

Nathéaat!cs Tagght'?hropgh the Media of Two Lanquages

Some bilfngual programs do not teach mathematics . Coden, 1974
exclusively in one language but resent the material to Geardner &
the children in some combination ‘'of two languages. Richardson, 1968
Three American Spanish/English programs fall into this  Travimo, ¥
category. The Redwood Uity program has been described ‘
on page 7 aand the Coral Way program of 50-50 repeated
instruction has been , described on page 23. The third
program was devg&nﬁ%d in  Webb County, Texas that
borders on Heaicof nd was set up as follows:

) v

Both languages, Engllsh and

Spanish, were used for
communication and fnstruction. _ =
Equal time was allotted to . oo

alternate instruction ¢n each

language of the same material in R
the first two grades. In the third T
grade the children were taught half /
a day in English and hal® a day in

Spanish. o, :

The group was about. evenly
—-- . ... _divided - between the  English
monolinguals and the  Spanish
monolinguals. ... it consisted of
providing the opportunity for the
children to help each other Teurn a
second language. When instruction
: was 1n English, everyone spoke
N English. The questions were
addressed first to an
English-speaking child and next to
a Spanish-speaking child who would
pattern - his answer 1n English to
the previous child's answer. Later
when 1instruction was 1in Spanish,
the questions 1in Spanish would be .
addressed to a Spanfsh-speaking °*
child first, and to an
English-speaking child next. It
may be conjectured that each child
was taught in his own language and

5
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bz being taught bilinguall{ he was
‘able to acquire a second language
" in natural . and - meaningful
situatidns provided by normal
learaing experiences.
— (Trevino, 1970, p.258)
{ . . .

. Ustng English standardized tests of mathematics,
researchers found that children in the Redwood City and
Coral Nday bilingual profirams on the whole did the same
as similar children in regular monolingual programs.
For the Texas program, comparisons wera  made between
the English monolinguals and the Spanish monolinguals
in the same program and it appears that the yap between
the two groups narrowed over the three years with the
Spanish children.gaining on the English children.

In the .study of Finnish children 1n a

Swedish/Finnish dilingual program (see page 25), the
authors describe the mathematics program as composite
instruction: '

«es the children being matnly
taught in Swedish together with the
rest of the class, but with some:
terms being explained in Finnish bdy
the Finnish teacher. A similar
form of instruction with two
teachers 1in the same class 1is
sopetimes . practised . in Swedish
schools and referred to as a dual
or escort teacher system.

(LUfgren & Quvinen-Birgerstam,
1982, p.325) - 4

The  mathematics achievement of the. Finnish
children 1in the various grades- of Junior level was
slightly below the average for the Swedish norm group
irrespective of whether their mathematical skills were
tested in Finnish or Swedish. However, when compared
to Swedish children in. the same classes on mathematics
tests* and schodl reports at grade threca, they are
comparable. L e

The bilingual . experiment 4n- the Philippines
discussed on page 11 found that children receiving
Instruction 1{n mathematics 1n English one day and
Pilipino the next with no repetition in content did the -
same as those . instructed entirély in Pilipino and not
as well as those  instructed entirely -in English
irrespective of whether the tests were administered in
English, Pilipino or English and Pilipino. (The
authors report that those instructed 1in English,
however, were superior at the beginning and that no
statistica) adjustments were made to account for this
in the analysis,) ‘
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Bilingual Children 1n'ﬂon011ngualiPrograé$ b

Four studies Teport the outcomes of testing.the  Mecnamara, 1386
mathematical abilities of bilingualliy-oriented children Rogers &
enrolled ~in  monolingual programs. In all four, Wright, 1369
bilingual children are, at some time,’reported to be at Skatnsdd-

a disadvantage whew compared to monolingual children in Kangas, 1979
the same programs. The Rogers and Hright study claims  Tsushims &
that the disadvantage disappears dy grade threa while fiogen, 1975
the Tsushima and Hogan study claims the disadvantage

begins af grade five. : | :

Summary ' . ,é L

' { N
, ‘The results of studies reviewed in this section on
mathematics (stadies that indicate the language -of
instruction and testing) suggest: )

(1) Children taught mathematics through the medium of -
] an official or non-official second 1language
perform as "well when tested 1in their first
official languagé as simflar_ chiidren taught in
the first Tanguage. "{An " .example is
P English-speaking children taught mathematics in
French in Montreal.) They also tend to do as well
when tested in the second language.

(2) Minority group children taught mathematics through .,
the medium of their heritage language often do
better wien tested in the officiai language than
similar children taught in .the official language.
(An  example is  Aboriginal children taught
mathematics in Gupapuyngu 2nd tested in English.) -

(3) Children taught mathematics through two languages .
tend to do much the same as simtlar children
instructed monolingually. in the-official language.
(An example is Mexjcan-American children taught
mathematics in both Spanish and English.) ’

(4) A bilingual program may not be detrimental to
progress in mathematics when the subject is taught :
and tested in an official first language. An o
example s the Ukrainian/English program in
Edmonton.)

.
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Science

‘Science Taught throu h the Hediun of an Qfficlal
Second Canguage ]

*

Science has been taught through the mediym of .

French in a few _ early and late Canadiap French
immersion prograns and tested {mrYgrades five and
above through the -medium of - English. No
differentes were found Detween the immersion
children studying science fn  French and. regular
program children studying science i3 English., The

- Metropolitan Achievement Tests (Science) were most

regquently administered. he late . immersion
students experienced a lag in the first year.

Science Taught Through the Medium of a Heritage

Language "

. English 1is the only otftc1al language of
Nigeria, and within this context Ojerinde designed
a study to deteraine the success of children

 taught science' through the medium  of  their

heritage language, Yoruba, and examined in Yoruba,

" Using self-made’ gradp four science tests, he

concluded that. _
c vee the child who was taught 1n
- the mother tongue and- examined in
the same language -performed better
than the. child who was taught in
the mother. tongne*and examined in a
second language. see

' 51uilarly, 1t 1s evident from .
this ‘study that when a child {s’
taught ™ a foreign language,
he/she: mdy  perform  better if
' ined in the mother’ tongue. ...

thé"\
adequate as &
in science, atJeast up  to the
fourth year, Preparation of the
material 1s a surmountable problem.
The six-year primary pro
done this successfully with
to. primary Your sciences It
felt that this could be done
successfully far the remaining
classes. Thougn 1t "1s true that it
1s difficult = to preserve word
equivalents. precisely, it can be °

. done. | o

(0jerinde, 1982, pp.342-4)

Yoruba language is
aedfum of instruction

&
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Science Taught Through the Medium of an Official
Nirst Language in a BiTingual Program

Investigators of an early French immersion program
for Anglo "children in Toronto chose to test the
abilities nf tThe_ students 1m science (using the
Metropolitan Achievément Tests) at grades five, six and
seven. # 1ese grade revels, the amount of English
instruction had been increaled to 105 minutes a day‘at
grade five and 160 minutes a ¢ at grades six and
seven and included the teaching of ience in English.
The findings showed that after several years of French
immersion, . the children were as able to zchieve in
. science through the medium of English as Ssdmilar

students in regular English programs. - y

Science Taught Through the Media of Two Languages

As with mathematics (see page 60), the Filipino
children were taught science in two languages on
"alternate - days with no repetition of content. All
children (including those in control monolingual
- English and monolingual Pilipino science classesd) were
administered both English and Pilipino versions of a
grade one science achievement . test developed by staff,
The childrer taught science through the media of two

languages ano tested in Pilipino did the same as those

taught through the medium of one language. When tested
"~ in English, the English monolingual class did best; but
"they were initially ahead. .

summary

Four of these seven pieces of research . suggest
that with respect to science, children who are taught
science through the medium of an official second
language do as well as regular program children when
tested in the first official ianguage. (An example is
French immersion children in Canada.

"The remaining three diverse studies provide data

that are too fragmentary for making further
generalizations. : '
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. Work Sgudz Skill _
Students Inmersed in an Offfcial SQCOﬂd Language

Ontario investigaters of French innersion programs
have sometimes considered the dependent variable, work
study skills, Using etither the colprehensive Tests of

Basic Skills or the ~Canadian Te m
they have tested such skills as wmap reading,. use of

reference materfals, use of  symbols, and Jlegends,
abtlity to perceive relationships and ability to extend

interpretations beyopd given data at grades three.

through nine. Compared with similar students, the
Jdmmersion students perfnru the same and frequently
bette; £, :

silingg&l Children in a Nondlingua] Program

Tsushima and Hogan fouad that bilingual children
of families with Japanese mothers and American fathers

at first did the same or Detter than monolingual.

Engliish control children with respect to work study
skills but that by grades four and five were performing
more poorly on all -subtests. The bilingual children
were in an English monolingual school program in Japan.

Summary

Bilingual programs may be conducive to developing
work study skitls,

"'Gﬁﬂwﬁ

Andrew et sl, 1€
Barik & Swela, 4
Swain & ‘
Lepkin, 1977
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" Cognitive and Linguistic Strategy and Development
Divergent Thinking . -

~ . The Torrance Tests of Creative Thinking consist of
a verbal test with scores on fluency, flexibility and

originality and a figural test with scores on fluency,
flexibfility, originality and elaboration. ° Three
investigations, one conducted in New Hampshire, one in
Mexico and one 1n Singapore have used this {nstrument
- to study the creative functicaing (or divergent
thinking. abilities) of monolingual and bilingual
individuals. ~ The--.three investigations are quite
different 1in design and results. The Mexican study
- involved high school students; one group.. was Spanish
‘monolinguals and the other group was Spanish/English

balanced Dbilinguals. Collapsed across sex, the

- bilingual group scored higher than the monolingual

group on verbal and figural fluyency, fliexibility and -

originality (elaboration was not tested). While the
author admits that intelligence, socio-economic class
and other relevant factors were not well controlled in
his study, he makes the following points in the
discussion of the findings: ' .

The bilingual individual has an
opportunity  to  develop a
‘resistance-to-negative-transfer"
set, or a flexibility set, on tasks
which require flexidility and
originality.  In learning a second
language, the child must detect or
intuit  these patterns . and
structures as rules to govern
independently the production of new
utterances in each language. These
processes require adaptability in
order that the i{ndividual may
switch from one rule to another
unti he reaches the correct
response for a particular situation
and also to let him examine
different categories oOr hypotheses-
as he goes from one item to the
next. Although only exploratory,
this study suggests that
bilingualism does promote creative
thinking abilities and at least in
- part serves to free the mind from
~N the tyranny of words. Since the
- bilirqual has two terms for one
referent, his attention 1is focused
~..on ideas and not words, on content
Tather than form, on meaning rather
than. symbol, and this 1s very

, -\‘\\
-

~.

Carringer, 1974
L.M"| m‘ .
Torrance ot al, 1970
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important * in the intellectual
process as it permits greater
cognitive flexibility. -

(Carringer, 1974, pp.502-3)

The New Hampshire study- involved students 1in
grades one, four and six; one group ., was bilingual and
randomly drawn from two FLES (Foreign Language 1n the
Elementary School) schools while the other group was
monolingual. and randomly drawn from two non-FLES
schools. The schools were matched as closely as
possible in school population, area of the city and
socio-econom’c status. The . investigator did not
control for intelligence. For the six scores on verbal
apd figura) fluency, flexibility and ortiginality, no
significant differences were found at grades one and
four. However, a significant difference between
language groups was found at grade six, and inspection
of the dependent variables, collapsing across sex,
showed that for all six dependent variables the FLES
group scored higher than the non-FLES group.

Ine Singapore study involved students in grades
three. four-and five; one group came from monolingual
schools and Tncluded Chinese 1in Chinese-speaking
schools and Malays 1n“ﬂele!gn-speaking schools while
the other group came from —bilingual schools and
included Chinese in English-speaking Schaols and Malays
in English-speaking schools. Variahles‘-snsh" ~~~~ as
intelligence, socio-economic status and degrés of
bilingualism were neither measured nor controlled. For
the four scores on figural fluency, flexibility,
originality and elaboration collapsed across grades,
the monolinguals scored significantly better in fluency
and flexibility while the bilinguals scored
significantly better 1in elaboration. The authors'
comments ire quite different from those quoted above:

ees 1t seems 1ikely that .the
competition of associations arising
in the transition from a Chinese or
Malay-speaking school. to an
English-speaking one impairs
fluency and fiexibility of
thinking, especially on timed tests.
such as those used in this study.
It must also. be remembered: that
most of the bilingual children are
continuing to 1live in homes where
the first language 1s Chinese or
Malay, as the case might be. Thus,
they do not escape even for a day
the competing associations arising
from the use of two different
languages. ...

73
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.the daﬁa support the
contention "that bilingualism does
not adversely affect the production

e - of original ideas, as it appears to : )
- do in  the . case _of fluency and ,
flexibility. Lt e ’
(Torrance et al., 1970, p.75) B o

—tean L

Similar measures of divergent thinking-that employ  ruck et al, L B
such activities as providing meanings of words, listing Comming, 1977 o

1

uses of objects, listing similarities between abjects, Cummins &

suggesting consequences of unusual events and - Gulutsen, 974 -
describing patterns and 1lines have been used by.other Jacobs & .
investigators and scored on such varfadles as fluency, Plerce, 1966
‘flexibility "and 1inventiveness to study differencas Lesbert &
between elementary bilingual and monolingual children. Tucker, 1972

The results are consistent in showing that bilingualism -~

1s not a detriment to divergent thinking and that for a -

few {solated scores is a benefit. There i{s also a. /

suggestion that balanced bilinguals score -higher than
unbalanced bi1linguals. Jacobs and Pierce found that
bilinguals with' Czechoslovakian, Polish, German and
Greek backgrounds in Florida could 1ist more uses for
. common objects  than monolingual children with similar
1.0."s. Cummins and Gulutsan reported that balanced
French/English bilinguals in :Edmonton were more
orfginal in listing wuses of common objects' than

~ unilingual children controlied for sex, socio-economic - - .
- status and age.. At grade three only, Lambert and
Tucker . found that children 1in Ene Frengh immersion
program could name more unusual -uses for { objects than
similar children 10 regular English school programs.
Bruck et al. found no differences 1n these kinds of
measures for'childrgn in the same project at grade six.

_ Finally, Quinn and Kessler found that bilingual Quinn &
sixth grade children were able to produce scientific Kessler, 1980
hypotheses of a significantly higher quality than :
monolingual students. The proficient bilinguals were
from a Mexican-American low socio-economic area in San
Antonio, Texas while the monolinguals were

- English-speaking children from a high socio-ecnomic
level 1in an wupper nmiddle class area of suburban
Philadelphia. Each group participated 1n sessions
consisting "of science films and discussions . that
presented the children with science prodblems that set

- ~ up discrepancies for resolution. The sessions ended -

with the students writing as many hypotheses as el
possible in a rigorously controlled 12-minute period. B
A1l of the hypotheses génerated by each student were :
scored for quality. In this test no control for
intelligence between bilinguals and monolinguals 1is
mentioned but all sessions for each group were taught

) by the same teacher in English. The authors attempt to
explain their findings in Piggetian terms:
.~‘\;b
S~
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In , Plagetian terms, the
disequilibration arising from two
1faguistic inputs may stimulate the
developing Dbilinguals to = work
J -actively to reestablish equilibrium
through the processes of
. . assimilatfon and accommodation. In
the hypothesizing processes. of
language development, the increase
in. ability to observe details
- required by the dual language input
and consequent. . -increase in .
uncertatnty in responding enhances
the conflict Detween passible
ypothéses regarding the linguistic
es. That stite of conflict is
- relieved by generating additional
and _more acceptable hypotheses
until.~bs an end result, the two
linguistic - ﬁarspeczives of the
bitingual are encoded. This
experience, albeft subconscious, in
language hypothesis generation may
have a similar effect wupon - the
capacity to generate scientific
hypotheses. ... o

This study - suggests, among
\\“‘“fﬁﬁr- —things, that students
/educated in more than one language
‘will be better problem-solvers than
their monolingual peers. And for
science educators at:. all levels
this could mean the active
recruitment - of bilingual students
for all areas of science.
(Quinn & Kessler. 1980, pp.15- 6)

. Analytic Thinking and Problem Solving

A few investigators’ have made use of novel tasks
to tap the analytic thinking and problem solving
abilities of bilingual and monolingual children. One
designed an automated, pertable problem-presenting

'~ apparatus in the shape of a box. On the face of the

apparstus was a screen divided into quadrants; beside
each quadrant was a control button to be operated by
the subject' above the screen was a signal or reward

light. A square and a triangle were flashed on the

screen in separate quadrants. The subject pressed a
button. If {1t was the correct one, the reward light
flashed., Each time & bdbutton was pressed, the figures

- changed position, Number of trials to get a correct

solution and percentage of correct solutions were
tabulated. -Another investigator used cylinders that
varied in degrees of height and Jiameter so that they
formed 2 x 2 or3 x3 hatxices. The children were
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asked to describe, transpose and complete the matrices
and then scored on each activity. Still1 another used
two sets of test materials; one set designed for .
- children ages 22 to 24 months, the second, for children
A ages 46 to 48 months. The-first set consisted of a -
. marble, an opaque’ plastic tumtler -&N_opaque plastic
cup. The basic paradigm consist f hiding-the marble
under the cup or the tumbler.” The subject was siaply. .
and accurately instructed (in four {nstructional - - .,
situations) as to its location. A correct response was TT—
one {in which the child moved directly toward the
designated cup or tumbler. The second set consisted of
a soft rubber ball and a painted clown's face. The
clown's eyes could be 11t up, one red and one green.
The basic-paradigm consisted of the child watching the
lights alternate between red and green, off and on, and
squeezing or not sgueezin? the ball in a serifes of
progressively more ifficult instructions. A correct
response was one in which the child efther fully.
squeezed or, contrarily, made no move to squeeze, in
'\\. 8greement with the instructions (adult, overt-self or
covert-selif). <'The investigltor who used the matrix of
cylinders also had the children classify and reclassify
stimuli according to varying rules. Bain used the term
"contemplative cognition® to describe tasks that
involve classification and generalization 1in which a
subject must discover a rule that will allow certain
. conclusions to be drawn or certain deductions to be
. made. He had children discover rules for finding the
sum of series of numbers. And finally, Ben-Zeev alseo
used stories and cartoons to determine.-the ability of
children to understand the points of view~ of various
characters in the stories and the ability to see the
difference between two parts of a story and to relate ™ ..
them adequately. ' . :

These five research studies 1{involving the above
strategies i{nvolved French/Engliish, Spanish/English,
German/French, Chinese/English, Hebdbrew/English and
Navajo/English bilingual children ranging from two
years of age through the ninth grade and monolingual
children wusually of similar 1intelligence and from.
similar socio-economic Dbackfreunds. The bilingual
samples were selected and defined according to a number

, of different strategies (see page 3).

The-best conclusion one can draw from the many
tests of sfgnificance 1n these ?tudies is that
bilingualism does not-. harm the analytic and problem
solving abilities of children. In the few instances
where - gignificant differences were reported (.05
level),/the bilinguads performed better more often than

-«the "mfnolinguals. The bilinguals performed well on
cl fication of stimuld, integration of stories and
the task involving the rubber ball and clown's face.
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Conceptualization of Objects, Numbers and Measurement

Concept formation represents a
major part of 1ntellectual
development. According to Plaget's
theory, 1intellectual development
proceeds through qualitatively’
distinct stages that occur in a
- definite sequence. During each
stage the <child acquires the
: S abilities that prepare  him for the
e next stage. The - rate of -
. ) TT—— preparation, according to Piaget,
. . 7 ""Ts-~detecmined by four factors:
maturation, .. 50cial
interaction, and equilibrai#tn‘

.Experience and soctal 1{nteraction
are cultural rather than genetic
factors. cee . .

Experience and social

" interaction’ are the two main

factors responsible for individual

— differences or. ‘retardation and
' acceleration of concept formation,

L AL

Many children are brought up
in a hilingual home environment.
They learn two languages
simultaneously at a very early age. .
Thus, they are exposed to an
| environment that is in a way unique
' : : and comglex. Most of them have two
‘'worlds' of experience. The factor
of social 1interaction in Piaget's
developmental theory includes the
explicit and 1implicit teaching of
the child by other people in his
environment. Learning two
languages or two symbols for every
object 1impliies a great degree of
explicit teaching. . One ' might
hypothesize that a young ciild
learning two languages at the same
time 1s éxposed to a greater amount
- of social interaction when compared
to someone his own age learning
Just one language. The gquestion
arises whether the bilingual
child's experiences are different
enough to effect his intellectual
e development in any significant way. -
(Liedtke & Nelson, 1968. p.226)
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Three studies suggest that the experiences related
to’'children becoming bilingual do affect intellectual
development. Liedtke and Nelson tested stx aspects of
linear measurement based on Plaget's test 1tems: (1)
reconstructing relations of distance, (2) .conservation
of length, (3) conservation of length with change of
position, (4) conservation of length with distortion of
shape, (5) measurement of length, and (6) subdividing a
straight 1line. The suybjects were children who used
French and English at home and had a bilingual school
program. They did better on all six tests while in
grade ‘one than monolingual children with' similar
intelligence, socio-economic background and
kindergarten experience but with a monolingual schoo)
experience.

“=THE-TESUTES séem to indicate that
- bilingual children conserve length
before monolinguals do. If this is
true for other conservations, it -
could be - that bilingualiss
accelerates development, and the
bilinguals reach the <concrete
operational . stage  before the
‘monolinguals _do. . This of course
‘would have tmportant implications
for those who teach such students
in the primary grades. :
(Liedtke & Nelson, 1968, p.232)

. ’ LA \

Feldman and Shen experimented with the notion of
“object constancy". ' Each of several objects (cap,
plate, sponge, etc.) were physically transformed 1in
view of fifteen bilingual Head Start children of
Mexican origin and then placed with second objects
identical to the pretransformed . objects. Each child
was asked, "Which was the one that 1 showed  you
before?” When compared with the responses of fifteen

monolingual Head Start children of the €Same age and

soci.-economic background “(intelligence was not
considered), the bilinguals did significantly better.
The bilinguals were selected by asking classroom
teachers and a special language téacher to identify
bilinguals. To be classified as bilingual, children
had- to demonstrate understanding of several simple
Spanish questions and to speak Spanish at home.

Cathcart's evidence 1in support of the bilinguals

was also positive but not so strong. He designed a °

16-item test that measured the ability to conserve
number and measurcment; all were conventional
Piagetian-type tasks. Children in a French/English
primary grade program were compared with children in a
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regular English program {readiness scores were used as
a covariate). he bilingual program childrer scored
significantly better 1in One-fifth of the tests. None
of the children was completely bilingual.,

Naming-and Renamin bjects | ¢

Various exercises related to namng objects and M-!m.ﬂm(c.
- using those ‘names have been created by some researchers Bea-Teev, 1977(b.
to study cognitive advantages or disadvantages related Cumalns, ﬂﬂ(ﬂ)
to bilingualism. While the -exercises vary somewhat in Coming 8 -
title and detatils from study to study, they are Nulcshy, 1978
generally of the following types: Feldusa 3
¢ ) Sm, 1971 :
(1) Classifying itcns representing objects followed by ‘ lmo-ﬂomll.
definition of the objects. For example, classify  Oren, 981 . =
six toys representing six common obJects (dog,
cow, chair, jam, book, water). |

(2) Understanding common names.
(3) Processing language using common names.

(4) Interchanging common names. "Could you call a dog e
a cow, and a cow a dog?" | e

(5) Processing language with names 1interchanged. E
. (Symbol substitution.) "Does this dog give nilk?' g
(6) Using nonsense names. A car 1s called a wug‘ and
the child must answer questions about a “"wug®.

(7) Incorporating nonsense names i{nto sentence and
descridbing relationships between several 6bjects
using nonsense names. e

e

(8) 1Inventing new nonsénse names.

(9) Processing language with words substituted that
violate obligatory selectional rules of the
language. Say "I*" by saying “macaroni”.
"Macaroni am warm."®

(10) Processing language with major parts of  speech
substituted for minor parts. Substitute “clean”
for “into". "The dog is going clean the house."

(11) Believing in the stability of words in the face of
destruction of the world's empirical referent.
"Does the word giraffe have any meaning if all the
giraffes in the world were dead?" 2

(12) Understanding that words have a nonphysical
nature. "Does the word bird have feathers?” s

ARIE GOPY 79




These studies included Afrikaans/English,
Spanish/English, Ukrainian/English, Hebrew/English and
Irish/English bilingual children ranging from age four
through grade six and monolingual children usually of
similar age, sex, intelligence and socio-econamic
background. Bilinguals are selected in a number of
different ways. g

The majority of any significant differences that
did agpear tn these studies favored the bilinguals,
The bilinguals were better most often in fnterchanging
conmon names. According to  Oren, bilinguals who had
been exposed to two languages  a a vervy early age and
learnea two distinct coding systems were better than
those who had 1learned their second language through a
process of translation from the dominant language. o

Sensitivit!‘to Feedback Cues

Four dissimilar tactics for providing socfal and Bafn, 1974 - )
cognitive feedback cues used with Ukrainfan/English,  fen-leev, 1977%(s)
French/English, ' Spanish/English and Hebrew/English * BSen-lesv, 1977(b)
bilingual children ranging n age from five years Cumafns X- °
thTough twelve years and monolingual English-speaking Nuloshy, 1978 :
children of similar age, intelligence and Genasee ot 3l, 1975
socio-economic status suggest that bilingual children ’ :
and/or children 1in bilingual programs may be more
highly sensitive to feedback cues than ~ their
monolingual counterparts, .

Bain used a strategy that he claimed measured
"participative cognition®. The children were presented
with black and white reproductions of portraits painted
by the masters. Each portrait expressed one dominant
emotion, The children were asked to tell how they
would feel 1if they felt the r2v the f2rc felt. The
bi1linguals weras ~i-.7 7, Cant.y more sensitive to the
emotion-: axpressions as displayed 1in the portraits
than were the uailinguals.

Ben-Zeev's two studies used feedback cues 1n the
form of nonsense words. The stimuli were "flime” and
“tress” on a tape and were presented to the children ‘
for two minutes at the rate of two per second. The )
children were asked to report what they - heard.
Bilingual children reported more changes in the
stimuli, more varied changes, and reported the first
change earlier than monolinguals. The author explains ’
the advantage of the bilinguals as follows:

Bilingual children are expected to
report more verbal transformations.
They have had to learn to interpret
speech of two different structural
types, and their initial
- interpretations have been incorrect
more than is usually the case 1in
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monol {ngual language learnin$.
This is 1ikely to have resulted in

a strategy of T quick
réfnterpretation of the auditory
pattern which continues until a
satisfactory interpretation has
been found. No correct
interpretation {s possiblie on the
present task, stnce the stimulf are
meaningless, so the reorganizations //
continue, The behavior s a
precocious development in that it /
s similar to adult responding. .
{(Ben-Zeev, 1977(a), p. 1012)

In a study conducted . by Cunains and Mulcahy in
Edmonton, Canada, childrea were shown feur line.
drawings, two of which depicted different meanings of a
sentence which was read ajoud by the experimenter. The

- children were asked td choose the two correct meanings

and to gtve L justifications. When they chose only one
of the two correct pictures a prompting procedure was
instituted 1in which their attention was drawn to
salient features of the other correct picture.

Exanination of the protocols showed
that although the bdilingual groups
at both grade levels were given
fewer prompts than either of the
other two groups, they made better
use of those they were given. ...
these data are consistent  with
Ben-Zeev's hypothesis that
bilingual children develop a
sensitivity to feedback cues.
(Cummins & Mulcahy, 1978, p.1241)

And, finally, a study of children in partial and

total French 1maersion programs hypothesized that:

eee Children participating in
second-language . instructional
programs may develop greater
differential sensitivity to the
needs of others, especially those
with a communication handicap, than
, d0 children 1in native-language
school progranms.
(Genesee et al., 1975, p.1011)

. The children were asked to explain .a game to two
listeners, one blindfolded and one not blindfolded.
The results provided some support for the hypothesis,
for the two immersion groups mentioned more about the
materials of the game to the blindfolded listener than
to the sighted 1listener. Results for the other
variables were aither not significant or'mixed.

1]

81



Intellectual Functioning on standardized Tests

Some researchers have attempted to determine
whether monclingual and bilingual young people differ
in intelligence as measured by standardized tests. The
findings are difficult to interpret, categorize and
summarize for a number of reasons. First, researchers
use mardy different tests of iatelligence -- verbal and
nonverbal. For the twelve studies reviewed here, the
following tests were administered as dependent
measures: . ‘ : S

California Short<Form Test of Mental Maturity

Canadian Cognitive Abilities Test

Kuhlmann=-Finch Intelligence Test

Lavoie-Laurendeau Group Test of General

Intelligence g ‘ )

Lorge-Thorndike Intelligence Tests

Otis Quick-Scoring Mental Abflity Tests

Otis-Lennon Meantal Ability Test -~

Peabody Picture Vocabulary Test

" Progressive Matrices :

Thurston Primary Mental Abilities

Wechsler Preschool and Primary Scale of

Intelligence :

" Second, some researchers include standardized
tests of 1intelligence as a covariate of control
variable; 4in some cases the same test 1s<\g:ed at
different time points as both a control variabTe and a
dependent variable, while in other cases one or more
different tests are used as' covariates, In these
twelve studies, it was frequently a test or subtest of
nonverbal 1intelligence that was used as a tontrol
measure; in particular the following:

Lorge-Thorndike Intelligence Tests ,
Progressive Matrices
Wechsler Intelligence Scale for Children-(NISC)

. These various tests, whether used as dependent
measures or control measures, involve quite a variety
of intellectual activities, making it difficult to
generalize across the studies. '

A third difficulty is that bilingualism is defined
or measured differently from study to study (see page
3). For example, Kittell's sample inciuded children
from a bilingual environment and picked up , fifteen
different languages. Peal and Lambert, on the other
hand, used several strategiess to carefully measure and

-choose balanced French/English . bilingual children.
Other studies such as those done by Barik and Swain,
and Lambert and Tucker chose the bilingual sample from
children enrolled in bilingual programs and the
monolingual sample from those enrolled  in regular
programs. Some studies .include children who are
balanced bilinguais while others include children at
.various stages of becoming bilingual.
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: v fourth, many standa:dized 1intelligyence tests\\

S require the use of language which means that certafn
assumptions must then be mada about the nature . of
{ntelligence. - This - s aifficult, " since the’
relationship between 1intelligence and language 1is not
well upderstood. It 1is also confusing, because, 1in
some studies, ‘the language—of the test s the first
language of the bilingual sample, while i{n other
studies it represents the second language. -

And finally, as some of the° investigators point
out {in their papers, i1t is not a simple matter to.
determine whether 1t is bilingualism that produces a
higher level of intellectual functioning or whether it
is the more intelligent children who ultimately become
bitingual or who enroll in bilingual prograams.

. Kotwithstanding these limitations and considering
the statistical results for the varfous tests and
subtests for- the twelve studies as a whole, the
intellectual functioning of dilingual-"~-and monolingual
elementary school .age children frequently does not
differ, However, 1in . cases where statistical
differences were found, the ©bdflinguals were more oftem
' the superior group than the monolinguals. ~

_ Peal and . Lambert used several measures of verbal
and nonverbal {ntelligence to compare ten-year-old
balanced' French/English bilinguals with monolinguals
and found that Ddilinguals were better 1in several

: instances and that the . monolinguals were never better,
. They categorized the nonvérbal tests into (a) those
with spatial-perceptual requirements, and (d) those
with symboulic reorganization requirements -- concept
. formation or symbolic “flextbility” ,and found that the-
bilinguals performed better on the latter. They - then
proposed several ‘hypotheses to explain the finding:

People ~ who learn to usSe two
languages have two . symbols for
- avery objyect. From an early age,
bilinguals may !le forced to
conceptualize environmental events
in terms of their general
properties " yithout reliance- on
their 1inguistic symbols. ... This
°* ability to think in terms of
abstract concepts and relations,
independent - of the actual word,
apparently 1s - required 1in the
. symbolic reorganization type tests.
1 ¢ ) )
~ bilinguals may have developed
- ) mrre flexibiiity in  thinking.
.Compound ~ bilingua:s ,typically
.acquire experience 1in switching

- .
Q s
JArur Provided by ERIC
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i possibly trying to solve a prodlenm

-77- |
from one language to another,

... while thinking in one language, and

“then, when blocked, switching to
the o «_ This habit, 1if it were
daveloped, d help them in thetr—
performance on “tests requiring
symbolic reorganization since they
demand a readiness to drop one
hypothesis or concept and try
another. ... S :

Tane bilingual child has been
exposed to a wider range of
experiences than the monolingual,
because his experiences stem ° from
two different - cultures. This'
enrichéd environment may benefit
hilm on nonverbal tests. o
(Peal & Lambeért, 1962, pp.14-5)

- ‘Peal and Lambert also reported that the structure
of the intellect of the bilinguals appeared to de more
diversified than the monolinguals and that they were
better on the verbal subtests. MNowever, they did not

~control for intelligence at the outset and finally

concluded:

. It 1s not possidble to state from
- the present study whether the rore

intelligent child became bilingual
or whether bdilingualism atded his
intellectual development, but there
is no question about the fact that -

- he 1s supertor intellectually. In
contrast, the monolingual appears
to have.a more unitary structere of
intelligence which he must use for .
all types of intellectual tasks. e
(Peal & Lambert, 1962, p.20)

Barik and Swain, Cummins and Gulutsan, and Kittél}
report advantages for grades fivé and six bilingual
children on various tests and subtests referred ¢to as
verbal intelligence, general  reasoning,  fluid
intelligence, language 1{intelligence and nonlanguage
intelligence. Two of these studies:found that the same
children at lower grade levels either did the same as
the monoiinguals or were at a disadvantage. One study
controlled for initial intelligence. Bruck found that

learning disabled students in a French immersion

program were similar to learning disabled students in a
regular monolingual program in verbal intelligence .but
better 14in nonverbal intelligence. Ben-Zeev found
bilinguals better on one of four subtests of the WISC
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that required the children to scan the details of a
picture to check how it might deviate from an internal
model of what the picture ought ‘to include.

In both of.Ben-leev's.studies (for one of which
she used WISC 1.Q. as’ a control) monolfnguals  did
significantly better than bilinguals on the ‘Peabody
Picture Vocabulary Test. Bruck et al, also found one .
Lohort of monolinguals .better than bilinguals on a .
sufitest requiring children to select from five pictures .
the one that corresponded to a word presented orally.
Tsushima “and Hogan found that their sample of
Japanese/English Dbilinguals in a monolingual school
program had, at grade five, fallen behind  their

intelligeqce.

Associating Words

children or - bilingua
children.
(sometimes
both) to each of which the child is requested, upon Eduards &

‘monolingual English - counterparts " in verbal

intelligence, while remaining equal in nonvergal
A word association test has been employed by & few Sen-l'gn,‘ﬁﬂ(ﬂd
researchers to congare bilingual and monolingual Ben-2éev, 1977(d
- program and monolingual program Bruck ot 2l, 197

The test consists of a serifes of words “Cwcod
presented 1n one language, sometimes 1in racm,mv-‘-

-presentation, to say the first word that comes to mind. . Cesserly, 1976

The researchers define and classify the responses in Gensses, 1978(d)

different ways and even 1interpret the results somewhat Lasbert & -

differently, The foliowing response classifications Tycker, B72

have been usud to ahalyze the responses: ' ‘
» Syntagmatic \

Paradigmatic

Rhyming " : | .
Transformations -
Idiosyncratic : : v

Different , ) )

Nonresponse (blank) . »
Other Language:’ . . ‘
Clang . : . ,
Semantic Clusters - - o s ‘ \

Genesee has described the first five as follows: \\

Syntagmatic responses are those o ]
where there 1s a syntactic 1link
between the stimulus word and the .,

. response given (e.g., bird -:.flies;

red - flower). ' Paradigmatic
responses are those which (1) are

of the same grammatical class as

the stimulus word (e.g., red -

brown), and-(2) cannot be iinked by d
a ‘determiner tw form a commonly -
occurring -werbal sequence. Other
categories - included. rhyming
responses . (e.9., ' say - day),

LY

ALY )

.
. . )

. .

) .
. . .
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transformations (k111 - killed),
and idiosyncratic responses (street
- four). )

(Genesee, 1978(b), p.34) .

The next three classifications have been
as follows:

‘

| . Ben-Zeevfdéfined a 'ciang‘,response as an immatu

type of response that indicated the association ta

«es for each stimulus word in

. described

English and in Tagalog, the number
of different = responses were .

tabulated. Vartous forms of the

same wogd were counted separately .

(e.g., sit, =sitting, sat). The
number ‘of different responses per
stimulus Jitem 1is one wmeasuyre of

response diversity or stereotype.
Next, the number of blank responses.

({.e., the number of Ss who gave no
associate to a garticular stinulus)
was counted. T

"other~language®  responses 'was
tabulated. This measure represents
the number of Ss who respond to a
particular stimu)Jus 1n languagd A
with a response from language B
(e.g., the Tagalog response mababaw
to the English stimulus deep).
(Capco & Tucker, 1976, p.159)

ird, the number of.

was " especially difficult - for a child. Lambert
~ Tucker defined “semantic clusters” as respo
are semantically related to the stimulus word but not
syntagmatic or paradigmatic (e.g., eat - plate).

On the whole, the studies show that bilingual, or

y
K
a
tha

bilingual program children, performed much the same as
monolingual, or monolingual program children, in
early elementary grades when equal in intelligence and
-§0cio-economic ratings. There was some tendency for

bilinguals

to respond with ' fewer rhym¥a

gs,

the

fewer

transformations and more paradigmatic responses which,

" acccrding
' mature app

to some authors, is an indication
roach to assnciating words.

Separatfon of Word Sound from Word Meaning

-Worrall designed arn exﬁeriment to test

Ianco
whether b
word mea
experiment
bilingual

111ngual children separate word s
ning earlier than unilingua

of a

ound
1s,.

more

from
The

al sample consisted of Afrikaans/English

children ranging 1n age from fou

nine years. Each bilingual was paired
children, one Afirikaans speaking, the other
English speaking, matched on intelligence, age, se«,

unilingual
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school grade, and social class. The semantic and
phonetic preference test consisted of eight verbally
presented, one-syllable sets of words in two language
versions. Each set was made up of three - yords. One

word was the standard word, the other two were choice

words. One choice word was phonetically related to the
standard -- the two words shared the same sound in
word-initial position. The second choice word was
semantically related to t.e standard. The child was
told: "I have three words: cap, can and hat. Which is
more like cap, can or hat?® .Defining bilingualism as
dual acquisition of . language 1in a one~parent,
_ one-language home - environment (i.e., one parent spoke

onl{ Afrikaans to the child, the other spoke only

English), the author wrote: .

{

-

The conclusion we draw 1s that .
_biVinguals,  bdrought wup tn- a , ©
one-person, one-language home .
environment, reach a stage in
semantic development, as measured
by our test, some 2-3 years earlier
than their unilingual peers.- A
high percentage of these bilingual
youngsters perceived relationship
between words 1in terms of ,their
- symbolic rather than their acoustic
roperties ... : .
Ianco-Worrall, 1972, p.1398)

* Purbhoo and Shapson came to a similar conclusion
for a sample of 1Italian/English bilingual kindergarten
children in Toronto. However, they did not formally
assess Dbilingualism as did  lanco-Worrall, so the
bilingual group reéeflected a varietv of 1linguistic
abilities. They also used a less stringent criterion
for determining the preferences (semant{c or phonetic)
of the children and their monolingual counterparts.

Sensitivitj to Language Sound Systems

Are bilinguals more sensitive to language sounds
than those who are monolingual? Lambery and Tucker
compared edrly elementary grade children in  a French
immersion program and monolingual children on their
abilities to discriminate the phonemes of Russian, a
languzage totally foreign to all involved. Each child
heard fifty-three pairs of Russian syllables
tape-recorded by a Russian-speaking Ilinguist. The
child, listening through earphones, had to decide if
the two sound sequences heard in a pair were the same
or different. |While the, bilingually instructed
children in grades one, two and three consistently ‘made
fewer errors on the test than the monolingually
instructed children, the ' differences wkre not
statistically significant. At the fourth grade, Davine
et al. attempted” to assess the same children more

N
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thoroughly. The new procedure made ‘use of a broad
range of phuneme sequences, some occurring at the start
of both French and "English words; some found in Freach,
but not 1n English words; some found in English, but
not French words; and some. occurring ih neither English
nor French words. The results fndicated that the
bilingually instructed grade four pupils had developed
a sensitivity Tor second language sound sequences, but
"1t was not a generalized facility. That 1is, the
bilinguals were no more sensitive than the monolinguals
on sequences occurring in netther English nor French
words. . '

These phoneme sequences had been prepared by Cohen
et al. who used them for a simitar study involving
five groups of university students of similar age and
academic capacity: = (1) monolingual English,
(2) English/French bilingual but native in English, -
i3 English/French bilingual but native in both,

4) English/French bilingual but native 1in French,
(5) monolingual French. The hypothesis ‘that ‘the
bilinguals would have superfor transfer accuracy was
supported in general bdut not in uetail. That 1s, the
three b1ilingual groups ranked better .on sequences
occurring in ueither English nor French than - the two
monolinaual groups, but only two bilingual groups were
significantly better than only one monolingual group.

- Lerea and Kohut tested bilingual and monolingual
Children ranging from nine through eleven years and
matched in age, intelligence, sex and socio-economic
status on a verbal learning task involving seven Hebrew
characters presented visually and auditorially, The
bilinguals Jearned and relearned the task significantly

more rapidly than the monoiinguals,’ g

Finally, Lerea and LaPorta required bilingual and
monolingual adult subjects to learn two lists of nine
disyllabic Hebrew words. K Each word contained. the /x/
phoneme. One 11st was presanted visually, the second
orally. The monolinguals learned the words more
quickly when the 1ists were seen, whereas those
bilinguals who had learned a second language in school
after the age of thirteen performed significantly
better auditorially and learned the correct
pronunciation of the /x/ more rapidly than the
monolinguals and those bilinguals who had mastered both
of their languages in chiidhoed. The authors conclude:

The performances of both bilingual
groups were - superior to the
monolingual group. The richer
repertoire of sounds which the
bilinguals possess may have enabled
them to-learn the target phoneme
more quickly than the monolinguals.
(Lerea & LaPorta, 1971, p.;OO?
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The Influence of the Vernacular Versus a Second T
angquage
: ~ These thrne' 1nvestigations have focused on concept Callisen, 197%
Y formation and cognitive development from a different Eaimnro,@"
& Rudle,

perspective. Simply gut. they . have attempted to Stern
determine whether children learn new concepts mere
readily * and function  at higher cognitive levels in
their own vernacular than they do 1in the second
language, English.
’ " The. purpose .of Ehird~ro's study was twofold: (1)
to determine if instructing children 1in .science 1in
their mother tongue (Yoruba was any more efficacious
than instruct:ng them science in the English
language, and (zf to assnss and compare the levels of
cognitive development of VYoruba-speaking Nigertan
children instructed 1n Yoruba and those 1instructed in
‘the English langusge within &8 science context. At the
time of the study, subjects 1{n both the experimental
and ' control groups had completed approximately six
. years of instruction 1n elementary science -in the
‘Yoruba and the English 1languages. The groups were
equivalent {n both educational and socio-economic
background. Cognitive outcomes were assessed by a
science achievement test, the items of which conformed
to the six categories of B8loom's taxonomic levels of
. knowledge, comprehenston, application,  analysis,
' synthesis, : and evaluation, Levels ot -cognitive
i development were assessed and compared by performance
on four Piagetian concrete and formal tasks. The tasks
were conservation of volume using cla{ conservation of
displacement volume, and proportional and syllogistic
reasoning. The language of testing and intc.viewing
seems to have been Yoruba, but the English form of the
tasks was made available on demand by the children,
There was no difference between the two groups on
science concepts that required Jlow-lavel cognittve
'skills. However, the experimental group (those taught
science 1in Yoruba) scored significantly higher on
science concepts that required the use of highe -~-level
cognitive skills. And, when levels of cognitive
development were assessed through performance on four
. Pifagetian tasks, the experimental group was found to be
at a higher level. .

Collison's study was of Ghanatan . grade six
children whose native languages were Ga and Twi. The
children had studied English in school for about six
years. collison empirically examined the -concept .
attatnment of ‘the children as they functioned -in their
vernacular anu 1in English, Groups of Ga-speaking and
Twi-speaking children were each divided so that some
s .recelved the material in English first and some in the-

vernacular first. The first part of the instructional
_ : method consisted of activities and investigations with
s the potential to lead .children to significant

. IIERIOEIIMED - -
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discoveries about scientific phenomena. The second
———___._part took ‘the form of a colloquium where children spoke
and—sthought together. .The secord part generated
untutored statements that could be analyzed according

to conceptual level. For each language, two trained

listeners coded trafscriptions of the lessons according

. to four characterisgics: (1) the nurber of statements
' made by each puptl,\(2) level according . to Vygotsky's
*qu““\\\\ theary: of conceptual development, .(3? relationships
d among objects or events, and (4) models. The

ized the results as follows: .

~probliem explored from
the conceptual ctive reveals
consistently that -when English is
the language of education, the
majority of the .- experimenta)
subjects were not aE%e to exercise
thei: conceptual potential. On the
other hand, the vernaculars, Ga and
Twi, were more fruitful media for
enhancing the language-thought
interaction. «

The biling

The quantitative data i1ndicate that
when children used the vernacular
as opposed to -English, they made
more statements, their statements
were more often at the complex and
preconceptual level, they reported
more relationships based on
non-obvious linkages, and they used -
models more frequently. The
qualitative data suggest that the
vernacular statements were also
'structurally more complex, involved
more dimensions simultaneously, and
more free of error. There was also
less language switching in the
vernacular than in English,
(Collison, 1974, pp.454-5)

Stern and Ruble also examined the effect of
language of instruction upon the ability to acquire and
utilize concepts but, in contrast to the two studies
described above, found little evidence to support
instruction in the vernacular. The children were of
Mexican descent and spoke almost no English wupon
entering school. The basic conceptual task was the use
of compound adjectival modifiers where the individual
adjectives were relativ#]y familiar., The authors
concluded: "

Three related issues were explored.
The  first wys concerned with
whether the child will learn new
concepts mone. eifectively when
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presented in his own language; the
second was concerned with the
effect of . the first learning
experience on new learning <n
English; and third with
comprehension in the native
lan?uaga of the concepts learned in
English. While the study descridbed .~
in this paper was admittedly a very |
limited one, there is no basis to
assume that a more protracted
learning sequence would produce .
differences favoring instruction in .
the native language. It seems more.
logical tno assuue that extended
instruction in_-English would tend
to develop tncreased proficfency in
_ that treatment,
(Stern and Ruble, 1976, p 182)

Summary

The following points may be gleaned from the

material reviewed in this section, keeping in mind that
bilingualism is defin~d and measured in many different
ways -in these studies and that the tests may not be
measyring what the 1nvest19atorg claim they measure:

(1)

(2)

(3)

(4)

(5)
(6)

The majority\;?‘?

suggest that bilingualism
is not a detriment vergent thinking. In
fact, for older children and children who are
balanced bilinguals, bilingualism may—be related
to a higher level of creativity. Therefore,

- learning a second language may grov1de-pr§ct1ce in

such activities as assimilating, adapting,
accummodating, being flexible, fraeinjy the mind
and hprthesizing. - '

The majocity of studies suggest that dbilingualism
is not -detriment to analytic thinking and
problem sdlving, ‘ -

The expericonce and social interaction 1invilved
ecoving bilingual may accelerate
ectual '»velopment as defined by Plaget.

Bilinguals may be mwore adept at naming and
renaming objects.

Comparing bilinguals and ‘“.monolinguals using
standardized tests of intelligence is a
complicated matter. However, the most frequent
result of such testing and comparing is that of no_
difference. if advantages . do favor the

Bil:;?yals may be more sensitive to feedback cues.

bilinguals, they may not be visible for those
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(7)

(8)

(9)

(10)

| «85-.
children in Rarly elementary grades.
There'aay be a tendency for'bilingual children to
respond more maturely on .tests 1{nvolving word
association than monolingual children, but on the
whole they perform the same.

Two studies suggest that- bilingual children may

separate word ‘sounds from word meanings earlier

than monolingual children.

Bilinguals may be more séhsitjve to sound systems

of foreign languages than monolinguals.,

Two studies suggest that bilingual children may
Jearn new concepts more readily and function at

higher cognitive 1levels 1n their own vernacular
than in their second language.
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Self«Concept
Many educators, trustees and parents believe that

bilingual programs- (particularly for minority group

children) ' are 1{mportant for enhancting self-concept.
The following statement 1n a report of the Toronto
Board 1s an example: : .

A firm sense of identity and
self-respect requires roots -- a’
sense of loyalty towards one's
* ancestors and appreciation of one's . .
heritage. And such self-respect is
& necessary condition to promote
genuine respect for others
different from oneself. Programs
which . enhance students' - languages
throughout their school careers are
those which actively demonstrate a
school's "~ forthright. recognition,
endorsement, acceptance and support
of their {identity. This 1learning
places the student 1in a strong
psychological position to take full
advantage of all the educational
opportunities available in the
- school. For that reason alone, the
provision of programs that enhance
a student's own language is simply
‘sound educational policy.
(Toront. Board of Education, March,
1982 pp.2-3) »

Given the prevalence of such belfefs, ft is
extraordinary that so few researchers have elected to
study self-concept as a dependent variable 1in. the
context of bilingualism and bilingual school programs.

The self-concepts of Puerto-Rican, Punjabi and-

Italian children in early elementary bilingual programs
(see pages 8, 15 and 35) 1in Canada and the United
States have been studied by three {nvestigators. In
each case the children were compared with similap
children attending regular Engiish  monolingual
programs, of the four self-concept measures

(self-rated and teacher-rated) used in the :hree"

- studies, the Dbilingual program <children scored
'significantly better than regular program children on
two measures but the same on the other two. :

Two other 1investigations have been of
English-speaking children in Canadian French immeision
programs. In both instances, the self-concepts of the,
childreg were reported as normal,” as this. quotation
. from one paper indicates:

Mgody, 1974
Purbhoo &
Shapson, 1975
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There was no evidence at any point
that the children's self<concepts
were confused or different,
relative to the Controls; at all
grade levels the Experimental
children described - themselves. in
optimistic and health; terms.
(Lambert & Tucker, 1972, p.206)

Summary o - ‘ -

. Bilingual prbgrank for minority group children m;y‘
enhance seif-concept; however, . researchers have rarely
considered this varfadble, . .

®
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Classroom Behavior

Few researchers of bilingual education have given .
their attention to measuring variables that mlght be.

classified under the rubric “classroom behavior®, and
only one has reported results that strongly favor
bilingual education over monolingual education. The
Connecticut "patring" model for Puerto Rican children
has been describped on page 35. In a study of that
program, Plante had trained observers rate the positive
a:d negative behavior of the children and reported
that: ‘ : . . .

The control group manifested more

negative behavior than  their

experimental group counterparts.

Specifically, the experimental

.group manifested less of - .such

behavior ~as - inappropriately

speaking out, being inappropiately

quarrelsome * or argumentative,

getting into fights, bullying other

students, and provoking hostility.

(Plante, 1977, p.427)

. Two Canadian investigations-of bilingual education
for young school-age children, one for Punjabt children
in Vancouver (see page 15), the other for Italian
children in Toronto (see page 8) included measures of
classroom - behavior such as attending to directfons,
participating in discussion, - engaging in study,
daydreaming, talking to peers, fiddling whth objects,
playing alone," contacting adults and cooperating with
peers, On *'the whole, the classroom behavior of the
bilingually educated children did not differ from that
of similar children in regular programs. ° '

Summary |

Jio of three studies that considered .classroom
behavior found that children in bilingual programs

behaved " much the: same as similar children in

monolingual programs,
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School Attendance

[} Y .

Only three resdarchers mention school attendance
in . their studies of biltngual education. In two
instances, there 1s little evidence to indicate that
young children enroTled in bilingual education programs
attgnd more régularly than: their counterparts in
monOlingual Engltsh programs. One study was of Punjabdi
children inp Vancouver, the other of Spanish-speaking
children in San Antonio, Texas. .

The third study of Mexican-American children in
the Redwood - City Bilingual Project (page 7) found
positive effects: - ‘

Bilingual schodling ‘appeared to
have a most healthy effect. upon ‘
school attendance ° and upon
attitudes toward school. The
Biiingual students at®'the Pilot and
‘Follow ug 11 Jevels had
significantly fewes absences-during
both school years of the study than
did the Comparison " students. This -
finding 1{s particularly celevant,
since a number of administrators
remark that they. could solve the
problem of educating the minority
students better if "they could only
get them to-attend classes more
regularl] , It appeary that the
Bilingua Project - provides an
incentive for the Wexican American
minority student td come to school.
(Cohen, 1975, ,.257) .

Summary

Two of three studies *thatl considered school
attendance found no effects on schocl attendance that
could be attributed to a- bilingual program.

Cohea, P75
Moody, 1974

Pryor, 1967

L)
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Student Orientation, Attitudes and Motivation

In the 1950's and 1960's, Gardner and Lambert and Anisfeld &

colleagues of McGill University suggested a Lambert, 1964
psychological theory of second-lianguage learning that Anisfeld &
they and others have used to attempt to explain resulss Lambert, 1967
of bilingualism and bilingual programs, In their Carey &
words, the theory states that: Cumains, 1983
) ‘ Gardner &
eee an individual successfully Lambert, 1972 )
acquiring a4  saecond language Genesee, 1978
gradually adopts various features Genesse et al, 1977
of behavior which characterize Lambert K\N -
another linguistic and, as is often Tucker, Z?
the case, anothar cultural group. 5\ Lambert et aly 1963
The learner's ethnocentric Peal & Lambert) 1962
disposition and his attitude toward Shapson & .
the other group are believed to Xaufman, 1978 '\\\
influence his success in learning Swain & Lapkin, 1977
the new language. His mo“ivation Tucker et al, 1976
to acyiire the language is

considered to be determined both by
his attitudes toward - the other
group and by his orientation toward
learning a second 1language. The
orientation takes an “instrumental”
form if the purposes of language
study reflect the more utilitarian
value of linguistic achievement
such as getting ahead 1in one's
work,.and an "integrative" form if
the student s oriented toward
learning more . about the other
cultural community, as if he were
eager to be a potential member of
the other group. Furthermore it is
argued that some individuals may be
prone to learn another language as
a means of potential acceptance in
another cultural group because of
dissatisfactions experienced in
their own group, while others may
. be as seriously interested in
another <culture as they are in
their own, As one, becomes
proficient in a second language he
may find that his place in his own
membership group <changes at the

same time as the other
linguistic-cultural group becomes
more than a reference group for -

him, It may become a second
membership group for him. His new
position may become a marginal one,
accompanied by feelings of chagrin
or regret as he loses ties in one

2
- .“z
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group <ccupled with the fearful
anticipation of entering another.
(Lambert et al., 1963, p.358)

In the Philippines, English is a prestigious and
otficial language; it is the language of the business
world, frequently the medium of instruction in schools
and the language of upward mobility. In this context,
Gardner and Lambert did a correlational study of high
school students living in Manila who had completed
about six years of formal training in English as a
subject matter and had had English as the medium of
instruction since grade three. They found that those
students who approached the study of English with an
instrumental outlook were most successful. These
students had a desire to gain social recognition or
economic advantages through knowledge of English; they
wished to gain benefits of a noninterpersonal sort.

Similarly, two groups (elementary and advanced) of
American students attending the McGill French Summer
School were more likely to give instrumental reasons
for learning French than integrative reasons. Many of
the subjects were interested in becoming teachers of
French or in improving their teaching skills. Also,
for the elementary group, students with favorable
attitudes toward France, a willingness to identify with
French people, and a capacity to modify meanings of
French concepts were most likely to do well in the
French course. For the advanced group, an increase in
pro-French attitudes was positively related to
achievement. The authors reported that anomie
increased for both groups (for the advanced group,
anomie was highly correlated with favorable attitudes
toward th~ Freach) ana suggested that students in such
a course become psychologically marginal between two
linguistic-culcural groups.

For Anglo children in Canadian immersion programs,
~ orientation toward learning French may differ according
to Yocation. Results from three studies suggest that
‘children in Quebec are instrumentally oriented while
those in Vancouver are integratively oriented. Those
in Quebec may feel that French is more necessary for
future jobs and community participation than those in
Western Canada.

Anisfeld and Lambert studied Jewish children
learning Hebrew in two very different districts of
Montreal., For children in Westmount whose parents were
second~generation North Americans and were economically
and socially secure, an instrumental orientation was a
predictor of achievement in Hebrew, These <children
thought in terms of becoming rabbis or Hebrew teachers
and 1in engaging in other Jewish professions, These
grade eight and nine students had been attending a
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wealthy Jewish afternoon school since grade one and
received four hours of instruction in Jewish subjects a
week,

In addition to assessing orientation to second
language learning, measures of attitude have also been
used 1in these studies. For example, Anisfeld and
Lambert used an anti-Semitism scale and reported that
anti-Semitic attitudes were a predictor of achievement
in Hebrew for children in Outremont whose parents were
first generation North Americans still bearing traces
of old-fashioned Jewish background. Apparently, the
children were striving to free themselves from this
background,

Findings from the other studies that have employed
measures of attitude toward the target language and its
speakers suggest three themes. First, students who
have positive attitudes toward the target fanguage and
its speakers perform Dbest in acquiring the target
language. Secondly, students who enroll in bilingual
programs and/or become bilingual have more positive
attitudes toward the target language and its speakers
than others. And thirdly, students who fail ¢to
identify with any linguistic group experience the most
difficulty in language learning. Elaborating on this
last point, Peal and Lambert reported that 10-year-old
monolingual French-speaking children achieved best in
English when they closely identified themselves with
both linguistic groups and most poorly when they failed
to identify with either. Similarly, Carey and Cummins
found that Edamonton teachers rated the academic
cooperation and classroom participation of francophone
and anglophone grade five students more favorably than
mixed, francophone/anglophone students. The authors'
comments related to this finding are interesting:

The differences between the Mixed
group and both French and English
groups in terms of academic
cooperation suggest that some
individuals within the Mixed group
may have ambivalent or negative
feelings in relation to their usage
of French and their attendance at
French-medium schools. There are
no differences between the ygroups
in either IQ or English academic
achievement (CTBS and cloze tests),
thus the difterences noted by the
teachers seem likely to be specific
to the cnhildren's attitude towards
French. Although the Mixed yroup
in the present study .s not a
homogeneous group, approximately
one-third of the <childrer reported
that both parer:s spoke French most
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of the time to them but that they
spoke English most of the time to
their parents. This pattern shows
the strength of the assimilation
process and suggests that the
relative lack of academic
cooperation among some members of
the Mixed group as perceived by
their teachers may be related to
conflict between francophone and
anglophone roles and i{dentities
and, hence, the status of French as
a language of communication. |

(Carey & Cummins, 1983, pp.165-6)

Various investigators have approached the topic of
attitudes from a different perspective; they have asked
the question, "What are the effects of bilingual
programs on the children's attitudes toward the target

J'ﬂaﬂguage and its speakers?” In the majority of cases,

““the answer to the question is that the <children who
have participated in the bdilingual programs have more
favorable such attitudes than their counterparts in

"regular programs. Five of these studies have been of
Anglo children in French or Spanish immersion programs.
0f the Spanish immersion children, Cohen wrote:

... the Experimental group was
significantly more positive toward.
Mexican cultural items {(Mexican
flag, Mexican boy, tortilla, etc.)
than was the Comparison group,
while the Comparison group was
significantly more positive toward
Anglo culture items {American flag,
N American boy, bread, etc.)...
(Cohen, 1974, p.98)

-

The study of French immersion children in Quebec

J is particularly interesting. Lambert and Tucker

measured attitudes over a period of three years and

found the immersion students had more favorable

attitudes toward the French except during the year of
the FLQ crisis. They wrote:

. -

It was important therefore to test
the children again in 1971 after
the social nightmare of the 1970
kidnappings and the menacing
demands for secession were quelled,
at least temporarily. Thus, in the
spring of 1971 when the Pilot
Classes were in grade V and the
Follow-ups in grade 1v, the
children were asked, through a
comprehensive, interview-type
questionnaire, for their attitudes
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toward French Cdnadians and toward
the European French., At this time,
we find that the Experimental
children have unmistakably more
favorable attitudes toward French-
Canadians ar* European-French
people than do the English
Controls; the Experimentals also
give various signs that they are
much more <closely identified with : .
French people and the French way of
life. After five years 1in the
program, then, we were delighted to
see that the children had broadened
and liberalized their perceptions
of the other ethnic group to the
point that they, relative to the
English Controls, thought of
themselves as being both English-
and French-Canadian in outlook. We
b consider this outcome to be at
least as important as the mastery
of the other group’'s language.
(Lambert & Tucker, 1972, p.206)
Cohen, 1975

In a few studies, children in bilingual programs, Genesee, 1978
when compared with children in regular programs Muller et al, 1977
studying the target language as a subject, have been Shapson & Day, 1982
shown to be more comfortable, willing and confident Shapson &
about using the language as well as happier about using Kaufman, 1978
i, Swain & Lapkin, 1977
. In seven investigatio s, six of which are of Genesee, 1978(a)
= Canadian French immersion programs, children were asked Genesee et al, 1977
\how they 1iked the bilingual program. In all cases, Lambert &
the majority gave positive responses such as wanting to Tucker, 1972
continue, recommending it to younger siblings and Muller et al, 1977
1iking the challenge. Shapson & Day, 1982
Shapson &
Finally, a paper by Gulutsan discusses data Kaufman, 1978
collected by tavallée for a Master's Thesis at the Swain & Lapkin, 1977
Jniversity of Alberta. Lavallée identified those |
students in a bilingual French/English Junior and Gulutsan, 1976

senior high school who claimed to know an additional
language well enough to maintain a casual conversation
in it. He compared the trilinguals with bilinguals in
a number of attitudinal and motivational measures,
Lavallée found that the trilinguals, in comparison with
the bilinguals, expressed significantly more
satisfaction with the French program 1in the school.
They were also somewhat more intensely motivated for .
learning in a bilingual milieu and somewhat more

integratively motivated. Then Gulutsan found that,

among the trilinguals, those who had resided ‘n a

French community scored higher on the measure of

motivational intensity.

Q 1{‘1
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Summary

All but two of the seventeen studies reviewed in
this section have been conducted bv Canadian
researchers, and the majority have Dbeen ¢f Canadian
subjects. These people have considered orientation,
attitudes and motivation 1in a variety of research
designs -- as correlational studies, as dependent
variables when comparing types of programs, and as
predictors for such variables as enrolling in bilingual
programs and achijevement in language 1learning. While
more needs to be done in this area, these works suggest
the following:

(1) Individuals differ in their reasons for learning a
second language. They may do it to improve social
status or Jjob opportunities (an instrumental
orientation) or they may do it to draw closer to
another cultural group (an integrative
orientation). This orientation may vary according
to community, socio-economic status, language
background or stage of language learning.

(2) Positive correlations exist between attitudes
toward and/or identification with the target
language and its speakers and variables such as
motivation, enrollment 1in bilingual programs and
success in language learning (achievement,
confidence, use of language and satisfaction).

(3) Children who fail to identify with any
linguistic/cultural groups may be most at risk in
language learning.

(4) One study suggests that learning a second language

may positively dispose <children toward learning
more languages.

102



Language Aptitude

In the studies selected for inclusion in this Anisfeld &

report, few have taken into account "language aptitude” Lambert, 1961
either as an independent or a dependent variable, Gardner &

These three 1listed studied the variable in a Lambert, 1972
correlational design; two performed factor analysis. Tucker et al, 1976

In the study of Jewish children in Montreal, linguistic
aptitude as  measured by the Psi-Lambda Foreign
Language Aptitude Battery correlated quite highly with
Hebrew language achievement for all classes. However,
for the other two studies (omre done in the Philippines
and one in Montreal), the Modern Lanquage Aptitude Test
was not as good a predictor of second-language learning
as measures assessing orientation, attitudes and
motivation (see preceding section).

Summarg .
gg

Two studies suggest that language aptitude may not
be as important in second-language learning as
attitudes and motivation,

10
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Personality

R small collection of studies have considered
personality. The perspectives of these studies are
very different as illustrated by these four questions:
(1) What are the personality characteristics of
individuals who do well in bilingual programs? (2) What
are the persona’ ity characteristics of individuals who
_Shoula not be in bilingual programs? (3) Do the
personalities of bilinguals differ from monolinguals?
(4) Do the personalities of individuals in bilingual
programs differ from those in monolingual programs?

Here again the evidence for answering each of
these questions 1is scarce. Apropros of the first
question, aspects of personality may not be as strongly
related to achievement in a second language as aspects
of attitudes, orientation and motivation. Quickness in
yrasping new concepts and perfectionist tendencies may
be related to language achievement. The relationship
of 'personality to achievement may be different for
younger and older children. Success for older students
may be associated with’ being adventuresome, assertive,
conscientious and emotionally stable.

'

Two studies suggest that!the answer for question
two is that children who are shy, introverted and lack
confidence should not be in bilingual programs.

Lerea and Kohut found no significant differences
between bilinguals and monolinguals when they estimated
social adjustment,

And finally, for the fourth question, Swain and
Burnaby reported that kindergarten children entering
French immersion programs were happier, more talkative
an? mcre perfectionist than children entering a regular
program; while Edwards and Casserly reported that
French immersion children in grades two and/or three
were more reserved, assertive, tough-minded, vigorous,
shrewd, conscientious and venturesome than children in
a program with 75 minutes of French a day.

summary

Aspects of personality such as self-confidence,
perfectionism, assertiveness, adventuresomeness, and
conscientiousness could be characteristic of children
who enroll in bilingual programs and/or become
bilingual. However, a great deal more research would
be needed to establish such findings definitely.
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Social Development

Few researchers of bilingualism and Dbilingual
education have undertaken a study of variables that
could be <classified under the heading “social
development®. Edwards and Casserly employed the
Vineland Social Maturity Scale one year but the next
year eliminated it, because they judged the results not
to be sufficiently relevant to research on second
language programs. As a result of testing grades one
and two French immersion children for one year, they
concluded that at grade one, French immersion children
were experiencing some lag in maturing socially but
that at grade two no detrimental effccts were obvious.
The items of the Vineland Soc¢ral Maturity Scale

represent progressive maturation in self-help,
self-direction, locomotion, occupation, communications
and social relations.

Purbhoo and Shapson used an observation schedule
and a modified sociogram and concluded that Italian
children in a Toronto bilingual program (see page 8)
had patterns of behavior and classroom interaction
typical of their own age group in kihdergarten and
grade one. :

Macnamara et al. used several research techniques
to study fFrench children attending English schools and
English children attending French schools in the city
of Montreal and concluded that in some ways the two
situations differ. With respect to social development
and relations, they wrote:

.o+ English <children seemed to
stay more aloof in French schools
than French children 1in English
ones. English children tend to
make friends more in their own
linguistic group. There were more
reports of enmities and animosities
between the linguistic groups in
the French schools, and the
conflicts appeared to last longer.
(Macnamara et al., 1976, p.130)

Summary

Social development as related to bilingualism and
bilingual programs has not been a popular theme for
researchers and therefore it is difficult to pinpoint a
representative finding on the topic.
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Lanquage/Learning Disabilities

The information on disabilities 1in the context of
bilingualism and/or bilingual programs is fragmentary.
Bruck chose samples of kindergarten children with
language disabilities in French immersion classes and
in English classes and compared them with children with
normal language development in both types of classes
until all were in grade three, The language-disabled
children and normal-language children were matched onr
the basis of sex, age in months, classroom teacher and
father's occupation. Bruck's purpose was to determine
the feasibility of French immersion programs for the
language-disabled children (those who in spite of
physical well-being Jormal intelligence and a healthy
personality acquir- "anguage with painful slowness).
After three years of extensive testing in mathematics,
reading, spelling, abstract reasoning, grammar,
intellectual functioning, and visual/auditory skills,
Bruck concluded:

eos results are extremely
encouraging, for they suggest that
children with language-learning
problems who attend French
immersion programs can develop
linguistic, cognitive, and academic
skills at a rate similar to that at
which they would develop were they
placed in an all-English classroom.
{Bruck, 1978, p.65)

Edwards and Casserly had a different rationale for
measuring learning difficulties 1in their study of
primary chilaren in French 1immersion; they wanted to
investigate whether exposure to second language
instruction leads to learning difficulties. Both
English and French teachers rated the children, and the
children were administered the I1linois Tests

of Psycholinguistic Abilities and the Siingerland

Screening lest. Generally speaking, the results of the

study indicated that the French immersion program had
no detrimental effects on the incidence of learning
disabilities when compared with regular programs with
French for 20 or 75 minutes a day.

Laboratory at e Royal Ottawa Hospital, investigated
the type of learhing disabilities ftound 1n children who
fail or do pooriy in primary French immersion programs.
A group of 32 primary French immersion children were
selected along with seven comparison groups assembled
from the neuropsychological tiles. A1l comparison
groups were matched as closely as possible to the
immersion group for age, sex and [.Q. Each <child
received an extensive individual neuropsychological

-

Finally, jfrites, from the Neuropsychology
t
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assessment; the scores were then analyzed according to
complex statistical analyses. The French immersion
difficulty group had above average intelligence and
higher performance levels on virtually all of the tests
with one exception, a complex psychomotor
problem-solving task. Trites interpreted the deficit
on the Tactical Performance Test as' a motivational lag
in the temporal Jlobe region or a learning disability,
After following some of the children who were switched
to an English language program, Trites concluded:

The follow-up testing indicated ‘
that children who have difficulty '
in French immersion accelerated in
academic skills after they had been
switched to an English language
program. However, at the time of
the first follow-up they were still
below expected levels considering
their age and ability. The results
of this study do not support the
view that the child who had
difficulty in primary French
immersion would- have experienced
the same difficulty in an English
language program. Rather, the
findings support the conclusion
that some children, of above
average potential and normal
abilities for school progress in
their native language, experience
difficulty or fail in a primary
immersion program in a second
language as a result of a mild
specific maturational lag.

(Trites, 1976, pp.200-1)

Summary

Research o. language/learning disabilities as
related to bilingualism and bilingual programs 1is so
limited that it is impossible to formulate
generalizations. .
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Student Employment

A preceding section entitled “Student Orientation,
Attitudes and Motivation® included reviews of some
~studies that suggested thht enrplment and achievement

in a second language program is Trequently related to
in  ipstrumental orientation. That 1is, students who
learn a language for the purposes of improving social
status and/or career opportunities will be motivated to
do well, Some obvious and intriguing questions then
come to mind. Do graduates of bilingual programs use
the second language? Do the graduates obtain better
Jobs or develop more rewarding careers? Do the
graduates experience more upward social mobility?
Given that answers to such queries require difficult
longitudinal research efforts, it 1is unfortunate but
understandable that they are rarely considered.

However, one study did take up similar questions.
The bilingual program studied by Popp:- has* been
described on page 30; it is the K-13 French and English
program in the Niagara South Board of Education. In
that investigation, Popp responded to some parents and
some students who were concerned that the bilingual
program might in fact jeopardize job opportunities., He
devised a job survey and collected resp:nses from a
small sample of grade twelve graduates frum each of the
bilingual school and an English-speaking school. The
survey was designed to elicit information regarding the
percentage of enmployed and unemployed persons, the
nature of employment, and the extent to which French
was used on the job. The only major difference in the
employment <characteristics of the two groups of
students a few months after graduation was that several
of the bilingually educated students used French at
work while none of the English educated students did.

Summary
The effects of bilingual programs and bilingualism

on student employment is an important, but unstudied, .

subject.

Popp, 1976
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Parent Attitudes and Involvement

Of all the research literature reviewed in this
repoft,’ not more than:10% deals overtly with the
subject of parents, and for the research that does, the
subject is frequently . addressed as an aside or not
considered as part of the formal research design. This
is unfortunate, for no one could dispute that parents
pYay an important rolefin the lives of their children.

o Parents pioneered/ the St. Lambert French immersion
program in Montreal and remained supportive in spite of
/uncertainties and djfficulties. The role of the
" parents in this project s described in an appendix

written by one of  the parents. Here are ¢three

excerpts:

generally more "instrumental"
reasons for wishing - their children
to be Diflingual. They wished the
continuing progress and success of
their children in a province
progressively becoming more
dominated by tie French fact.
Others ‘considered bilingualism a !

Some memZerS> of the group had

personal asset for cultural,
intellectual, and social reasons --
the so-called "integrative”

motivation.
(Lambert & Tucker, 1972, p.221)

Though only eight people did most
of the actual work, the efforts of
the whole group at this stage were
essenti&l, Mutual reinforcement
gave the members the courage and
the will to continue against rather
overwhelming odds. For most, this
was a first experience with
community action, and they found it
unusually stimulating and often
nerve-wracking., The specter of two
hundred parents kept the
administrators and board members
uneasy too, and it was known that
some of them sere having severe
nervous reactions to the group's
forceful approach.

{(Lambert & Tucker, 1972, pp.224-5)

. «es the parents' group felt the
full weight of responsibility for
the success of the Experimental
Class. They felt compelled to play
a leading role in setting it wup.
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They could hardly leave it 1in the

hands of reluctant administrators

who did not know exactly what was
expected of them. It . was an
awkward, unprecedented ° role for
parents, and understandably the
administration felt threatened by ,
it. However, there was not much ’ ’
choice for the parents' group. ‘
They found the teacher, ohe whom

they had hired themselves for their
winter cliasses, spent hours during

the year encouraging her and the
skeptical principal of the school
selected for the experiment.

(Lambert & Tucker, 1972, pp.226-7)

Other immersion programs such as the Spanish

immersion program in Culver City, California (see page

38) and the late French immersion program in Peel
County, Ontario have also been strongly supported by
middle class Anglo parents. Cummins discussed the
immersion program in Ireland and suggested that present
day programs are more successful than.previous ones
largely because of parents' attitudes:

Thus, among many parents, mainly in

the Dublin area, there has been a ’
renewal of interest in having their -
children .educated through Irish, \
These parents are considerably more
committed to the Irish language

than many parents of children .in

earlier Irish immersion schools. TS  \

..o In other words, many of the
parents of <children in earlier
immersion schools would have held
neutral or negative attitudes
towards Irish and few would have
spoken any  Irish at home. In
contrast many of the recent
all-=Irish schools were founded
through parental pressure and
parents are involved both in
decision-making and in extra-
curricular activities.

(Cummins, 1978(b), pp.275-6)

The English/Ukrainian bilingual programs in
Edmonton (see page 6), the English/German Dbilingual
program in Cincinnati (see page 33), and the American
Spanish/English bilingual Headstart programs are
examples of children receiving some education throuah
the medium of a heritage language. The authors discuss
the influence and satisfaction of the parents. The
parents of the English/Ukrainian program children felt
the objectives of the program were appropriate and were
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being achieved ard ~onsidered the program operation to
be effective. These parents were particularly pleased
because they felt their <children were acquiring an
appreciation of Ukrainian culture and, in the case of
the - Catholic School System, an understapding of the
Ukrainiar Catholic Rite. And, Veidt wrote ' the
following about the parents in Cincinnati: |

+eo there 1{s one factor which,
althougn difficult to calculate
statistically, may have been
functioning to the advantage of the
bilingual pupils. Parents who
enroll their children in an
alternative program represent not a
random sample of parents of
elementary school students, but
rather a highly select group who
are vitally concerned about and
involved in the education of their

sons and daughters. Parental
interest, enthusiasm, and
commitment - constitute an

incalculable 'source of motivation
for such pupils.
(Veidt, 1976, p.49)

Two investigations examined the effect of numerous
variables on children's success 1in learning a Second
language. Both shore up the notion that children with
parents who support the learning of a second language
do better than those with non-supportive parents.

Two other studies compared samples of monolingual
and bilingual 10-year-old French Canadian children on a
number of wvariables. Both studies concluded that the
parental attitudes of the two groups differed
significantly and that they influenced the children's
attitudes. Parents of bilingual children encouragec
their offspring to learn the sec:nd language and hau
more favorable attitudes to the speakers of that
language,. These parents were also more likely than
parents of monolingual children to make an effort to
learn the second language themselves.

Bilingual programs may also serve to change parent
attitudes to and involvement in school and education.
0f four San Antonio schools with Spanish/English
bilingual programs, Pryor reports that the school with
the most successful bilingual program had a far better
attendance of parents at PTA meetings for the
experimental group than for the control groups.
Similarly, the Toronto program for Italian <children
(see page 8) also influenced the parents:
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The final goal was to help the
parents become more involved with
their children's education., ...
While parents from the comparison
group expressed as great an
interest in the children's
education, the General Mercer
parents attended more official

school functions and talked
. regularly with the teacher on an
informal basis. These results
illustrated that . parental
. involvement can be affected by a

transition program. Informal talks
continued during the second year
with a new teacher in charge of: the
transition program indicating that
the common lYanguage rather than the
teacher specifically was
responsible, "

(Purbhoo & Shapson, 1975, pp.44-5)

Cohen described the effects on parents of the
Spanish/English bilingual program for Mexican-American
children in Redwood ‘City (see page 7) as follows:

Pagent. of the Bilingual Project
group were significantly more
positive about the effects wupon
their children's English language
development of wusing Spanish as a
medium . of “instruction in the
classroom. They felt that the use
of Spanish would either increase
their children's learning of
English or that their English
ability would come out the same.
Comparison parents tended to feel
that use of Spanish in the
classroom would either decrease, O
have no effect on, their ability in
English. Few Comparison parents,
however, f~1t that use of Spanish
would enhance the learning of
English. This difference 1in views
is striking. It lends further
support to the contention that
exposure to a bilingual program
actually affects the views of
parents.

(Cohen, 1975, p.260)

Finally, in the Spanish bilingual preschool
program described by Owens (see page 8), the children
spent approximately two hours a day in a home learning

\ environment containing five children and a home tutor.

/
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Parents were active. "o Ylved in the learning
activities and served -1s a.”1t models for their
children.

summary

A rather limited collection of studies suggests
not only that parent attitudes and involvement are
important to children's attitudes to and achievement in
learning second Jlanguages but also that bilingual
programs may positively affect parent's attitudes to
and 1involvement 1in education and second language
learning.
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Teacher and Principal Attitudes

The attitudes of teachers and principals have
rarely been canvassed by researchers of bilingual
programs. This omission 1is perplexing given that a
major responsibility for making such programs work lies
with the teachers, principals and administrators. One
group of researchers ended a paper on teachers' views
with these words:

ees the investigators believe that
the data strongly suggest that
evaluators of innovative
educational programs must examine
carefully the repercussions of
these programs not only on pupils
and parents, but also on the
teachers and administrators who are
directly or indirectly associated
with them. '
(Campbell et al., 1973, p.l10)

Campbell et al. found quite a difference between
English-speaking and French-speaking teachers in their
opinions about an innovative French 1immersion program
for English-speaking children. The French-speaking
teachers were very favorable; they believed the
children would become skilled 1in French, master course
content, become sensitive to the values and traditions
of French Canadians and would not lose their English
skills. The English-speaking teachers disagreed on all
points and also felt that the immersion program was
receiving too much publicity. In spite of these
differences, the two groups were interacting in the
school with the immersion program; the francophone
teachers had not become social isolates.

Other evaluators report similar attitudes; for
example:

In summary, it would appear’ that
the decisive factor 1in a teacher's
attitude to the second language
programs is not teaching
experience, the size of school or
class or the grade being taught but
' simply the position which a person
holds. Principals are most
hesitant about evajuating the
programs positively and are the
strongest advocates of revising the
present curricula. The French
teachers are almost wunanimously
favorable in their evaluation of
the effectiveness of the second
language programs. The English
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teachers tend to maintain a
position between the two extremes,
A1l agree on the high level of
co-operation which exists 1in the
schools, a situation which probably
greatly enhances the children's
learning of French and the transfer
of what is learned in those classes
to an English setting.

(Edwards & Casserly, 1976,
pp.378-9)

. In the same study, principals, English teachers
and French teachers all agreed that they, and not
parents, should be the ones to determine the
appropriate second language program for a child.

Lambert and Tucker found that the opinions of
English-Canadian teachers about French immersion
students varied. Some English teachers were amazed and
delighted while others expected the <children to be
disastrously retarded and went out of their way to
search for deficiencies.

The evaluators of the Edmonton English/Ukrainian
bilingual programs (see page 6) solicited opinions of
just the bilingual program teachers and principals.
(No background information on the teachers and
principals was reported.) In general, teachers and
principals rated the objectives of the programs highly
and felt they were being attained. The operation of
the programs was judged as being effective and most
wanted them to continue. Most of the teachers felt
that the bilingual programs had had a positive effect
on the students' appreciation of the Ukrainian cuiiure,
religion and/or Ukrainian Catholic Rite. Teachers
wanted more Ukrainian language materials, guidelines,
library books and inservice while principals wanted
more money and  special timetadbling or scheduling
arrangements, Some of the program teachers reported
receiving less support from administration and
non-program teachers than non-program teachers. Some
also reported feelings of isolation from the
non-program teachers,

Lapkin et al, studied French immersion programs in
two different school settings: immersion centres
housing only .he immersion program, and dual-track
schools in which both the immersion and regular English
programs operated., The test results of Grade five
students indicated superior achievement on the part of
immersion centre students in some aspects of French and
English skills. The authors suggest five possible
reasons for the differences, one of which was slightly
more favorable staff attitudes towards the immersion
program in the immersion centres than in the dual-track
schools:
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When asked to specify whether they
would prefer to teach early French
immersion in an immersion centre or
a dual=-track school, homeroom
immersion teachers unanimously
chose the immersion centre. This
suggests that the dual-track school
immersion homeroom teachers are not
as satisfied about teaching in the
immersion program in their schools
as are their counterparts in the
immersion centres. When asked to
describe the atmosphere in their
schools, 44% of staff in the
immersion centres indicated that
there was a compatible mix, or made
a positive comment, compared with
30% in the dual-track schools, ...
In addition, more staff in the
dual-track schools indicated that
they felt the atmosphere was
segregated (17% versus 5% in the
immersion centres). )
(Lapkin et al., 1981, p.84)

Further, principals and vice-principals 1in the

dual-track schools reported more areas  «f
administrative difficulty, in particular: staff
relations, parents’ demands, bussing and other

transportation, and crowding in the schools.

Cummins surveyed infant and primary Irish
immersion teachers 1in English-speaking areas of
Ireland. The questionnaire was 1in Irish but Cummins
provided no information on the background of the
teachers. Most of the teachers felt that becoming
bilingual confers intellectual advantages on children
of above-average intelligence and would not hold back
the intellectual development of children of
below-average intelligence. Most felt that personal
commitment to Irish was essential for children's
progress in an all-Irish school and only 9% felt that
it was psychologically healthier to fully develop a
child's native 1language before starting instruction
through the medium of a second language.

And finally, the teachers of the bilingual
Spanish/English Headstart programs (see page 8) summed
up their feelings as follows:

1
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For Englisthreferring Hispanic *
children:

- Being aware of his Hispanic
heritage and language will
enable the child to develop in
both English and Hispanic
cultures.

For non-Hispanic children:

- The <c¢hild: - can wunderstand his
Hispanic peers and there is a
greater degree of interaction.
The cultural differences would
be understood without prejudice.

For Spanish-preferring Hispanic
children:

- It is important for the native
Spanish child to speak English
in this country because more
often than not, he will be

confronted with only r
English-speaking persons in
higher positions., ° =

- Children get a better.
self-concept because they

recognize that speaking Spanish
is Just as good as speaking
English. This helps them learn
not to be ashamed of their
language.

{Chesterfield, 1982, p.16)

Chesterrield does not discuss the . cultural
background of the teachers interviewed but says that
the majority spoke both Spanish and English,

Summary

There is a hint in this limited amount of research
that teacher and principal attitudes mey vary according
to their language/cultural background and position in
the school and that such attitudes may be related to
the success of bilingual programs and the achievement
of students in such programs. This subject should be
more thoroughly investigated.
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Teacher Employment

Approaches to staffing bilingual - educational
programs vary considerably but the solutions or
arrangements as well as the characteristics of staff
are not always documented by researchers and are rarely
used as control or independent variables in the
research designs. In fact, on the whole, a certain air
of silence surrounds the topic of teacher employment,
What is discussed here is an accumulation of bits and
pieces of information gleaned from twenty-seven papers.

In most instances, it seems that Ontario and
Quebec French immersion programs employed native
speakers of French, although bilingual Anglophones or
persons with nativelike command of French were also
hired, particularly_ in Ontario. One must assume that
the persons higed were qualified teachers but little
information is provided. (Unqualified teachers were
~employed in the St. Lambert project, at some stages.)
The teachers' country of birth, years of teaching
experience and other languages spoken are scarcely
touched on, although Lambert and Tucker mention that in
one year they hired teachers from Belgium and North
Africa who were French-speaking. Genesee poi:ted out
that the native French-speaking teachers in tne French
immersion program in the P-otestant School Board of
Greater Montreal «could also speak English. Lapkin et
al. compared French immersion programs in two settings
-- immersion. centres housing only the immersion program
and dual-track schools operating both immersion and
regular programs -- and concluded the immersion centres
were more successful partly because the teachers were
more experienced and were Dbetter in communicating with
the parents in English., Also, the principals and
vice-principals in the immersion centres were more
skilled in French. Three papers suggest that the job
security of Anglophone teachers 1is threatened by the
bilingual programs and that anxieties and negative
attitudes can arise as a result. Here is an excerpt
from one of the papers:

One comment on the Teacher Survey
about an immersion centre where the
regular English program was still
in the process of being phased out
suggests that this process can
cause a certain amount of tension
in the school: "Problems are
occurring between staf® because of
redundancy at school level brought
about by the growth of the
immersion program.”

(Lapkin et al., 1981, p.84)
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In the Montreal experiment in trilingual education
or double immersion {(see page 6), Genesea et al. point
out that regular content courses were taught via French
by native French-speaking teachers while religious and
cultural subjects were taught via Hebrew by native
Hebrew-speaking teachers.

The Culver City Spanish immersion program (see
page 38) employed Mexican-American teachers.

Some bilingual programs rely exclusively on
qualified teachers who are fluently bilingual. Many of
these use concurrent simultaneous translation methods
or alternate from one language to the other sometimes
repeating content. In some cases, the environment of
the classroom is described as bicultural. The teachers

themselves are often immigrants. Two Canadian programs

are good illustrations. - The description of the
Punjabi/English program in British Columbia that was
disussed on page 15 is concluded with this paragraph:

The results of this evaluation
suggest the children in the
experimental class made gains in
self-concept. The contributing
factors are undoubtedly many, but
the fact that they had an East
Indian teacher is believed to be an
important one. That these children
have a culture as wel) as a
language different from our own
bears repeating. Perhaps the fact
they gained in self-concept and
through this kind of program they
received an understanding of our
culture without detriment to their
own shows a step that must be taken
before learning English can really
be accomplished. The continuation
of this program and the employment
of an East Indian teacher, fluent
~in Punlabi and English, for this
class is strongly recommended.
(Mooay, 1974, p.34)

The Toronto [talian transition program {(see page
8) was staffed in an interesting manner:

Both the teacher and her assistant
were born in Italy, spoke both
English and Italian fluently, and
had experience with primary grade
chilaren though not at the junior
kindergarten age. The teacher had
studied the Italian language and
was familiar with its formal or
standard form, while the assistant
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spoki: Calabresi, one of the more
common Italian dialects. This
minimized any difficulties in
communicating with the children
whose backgrounds consisted of
dialect and the formal Italian.

(Purbhoo & Shapson, 1975, p.9)

Unqualified personnel tend to shoulder a major
responsibility in DbDilingual programs for groups that
have few educated adults. The programs for Cherokee
Indian children in Oklahoma, Aboriginal children in
Australia and Indian children in Mexico " have been
presented on pages 13, ‘43 and 44, The project schools
of ‘the Cherokee Bilingual Education Program did not
nave bilingual teachers, so bilingual Cherokee Indian
teacher aides were employed to work with the classroom
teacher in a team effort to provide bilingual education
for the Indian children. Bacon et al. provide little
detail about the arrangement but the aides received
training and were apparently effective. In the
Milingimbi Bilingual Education Program, a trained
non-Aboriginal teachar taught the English parts of the
program and a partially trained or untrained Aboriginal
teacher taught the Aboriginal language portion of the
program, The Aboriginal .teaching assistants had no
prior teaching experience but held major teaching
roles. Similarly, the -bilingual schools of the
National Indian Institute of Mexico recruited teachers
from the 1local Indian populations. Modiano compares
the teachers of the experimental group (the Institute
schools) with the teachers of the control group
(Federal and State schools) as follows:

The teachers were recruited
primarily from three groups. In
the Ffederal and State schools,
where all reading instruction was
in Spanish, many came from the
local mestizo population; they
often had a cursory knowledge of
the Indian languages but
represented the element which had
exploited them for decades; for the
most part their relationships with
the Indian communities were far
from cordial. Most of the
remaining Federal and State
teachers were recent normal school
graduates from other regions of the
country; some came with missionary
zeal, some were demoralized by the
difficult living conditions they
found, but none spoke the language
of their students. As 2 group the
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Federal and State teachers averaged
nine years of formal education;
only ane was a woman,

Institute teachers who
approached reading through the
vernacular, were recruited from
local Indian populations. When the
first Institute schools were
founded in 1952 many of the
teact ‘rs were barely literate
thems 2lves. By the time of the
field study the Institute was able
to recruit new teachers from among
its own graduates and had provided
in-service education for the older
teachers, so that, as a group, they
now averaged six years of formal
education. Many were still clumsy
in their mastery of Spanish. Ffour
of the 28 (14%) were women,
(Modiano, 1968, pp.38-9)

The author concludes with these comments

| The Mexican study also showed that
, teachers' ability to communicate
Lo with their students and their
attitudes toward them may have
| outweighed their training. or
| educational level. Would this
] always hold true? How far could
5 these students have gone 1if the
teachers had been more adequate?
If we had to choose between’
bilingual aides and college
edu-ated teachers who cannot
com «unicate with their students,
who would be more effective?
Further study is warranted.
(Modiano, 1968, p.43)

| Spolsky (1978) describes how a bilingual program
can change the economic and political makeup of a
commurity because of a need for different teachers:

In the Navajo situation, the most
important outcome of bilingual
education 1is probably related to
changes in the gconomic and
political situation. In 1972, the
53,000 Navayo students in school,
Y0% of whom speak Navajo, were
taught by 2600 teachers, only 100
of whom spoke Navajo. The decision
to establish bilingual education,
even a transitional variety for the
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first three grades, set up a need
for a thousand Navajo~speaking
teachers. Whatever effects this
may have on the educational or
linguistic situation, it is <clear
that it immediately offers the
possibility of jobs within the
community for a-sizeable group of
people. * A thousand well-paying
Jobs on the reservation.for Navajos
would lead to a greater income not
Just for the teachers themselves
but for <*he community as a whole
and would immediately establish
within the community a well-paid
middle class whose potential
infuence on political development
of the Navajo nation is ouvious.
Whatever may then be the expressed
goals of a bilingual education
program, it is probable that its
major effect will be "in this area.
The political effect of bDilingual
education is to assure not just
development of this group but also
community control of school and
teachers and so the integration of
the school into community life.

(Spolsky, 1978, pp.357-8 '

Some bilingual programs are staffed by two sets of
trained teachers, each proficient 1in one language.
Each is responsible for distinct language portions of
the curriculum. This is true for these four bilingual
programs for Moroccan and Turkish children in Holland,
Finnish c¢children in Sweden, Spanish children 1in
Connecticut and German children in Cincinnati (see
pages 12, 25, 33, and 35).

The instructional staff for the first year of the
Redwood ity Bilingual Project (see page 79 comprised
two bilingual Mexican-American teachers, one aide who
had been an elementary school teacher in Costa Rica and
another Mexican-American aide with a high school
background. The Costa Rican aide left the project
because she tended to assume the role of the teacher
against the wishes of the master teacher and because
she expected payment commensurate with her past
training and experience. In the secon¢ year, there
were two Anglo bilingual teachers, one Mexican-American
bilingual teacher, .one bilingual specialist and three
Mexican-Amarican aides. In the ¢third year, another
Mexican-American bilingual teacher was added as well as
three aides; one a teacher from Bolivia, one an
untrained person from El Saivador and one an untrained
Mexican-American.
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The Spanish/English bilingual program 1in Florida
(see page 23) employed teachers who were native
speakers of both languages. The native speakers of
English were not bilingual. The native speakers of
Spanish were experiemced Cuban teachers and were
bilingual. The Cuban teachesrs had tompleted a special
course at the University of Miami, Aides were also
hired; they were former Cuban teachgrs.

A home tutor and parents were used in the Spanish
bilingual preschool program docymented by Owens and
discussed on page 8. No 1nformation is provided about
the tutor, /

Macnamara (see page 22) éxpressed concern that
studies of bilingualism’ rarely/contrplled for teacher
variables such as training, abjliiy to teach and racial
bias. ‘Consequently, he took/ special precautions to
guard against differences amowg the groups with respect
to teaching training and ;k111. He provides few
details about the teachers ewcept to say that some were
untraired, '

Summary

Staffing bilingual programs s not always a
straightforward matter. A school board may not have in
its employ the necessary tnained bilingual teachers and
the. community may not have a literate adult population.
Various solutions &ave been tried. Trained bilingual
teachers from the mother country or other countries
with the same language have been hired. TJTwo sets of
teachers have been employed - one to . deal with the
inSdtruction in each language. Trained teachers from
the mother country have been hired as aides. Untrained
people from within the community have been hired as
aides. And, bslvnsual teachers of the dominant culture
have been recru1ted.

Certain tensions may arise if regular staff feel
their jobs and careers are threatened.

Researchers  rarely control tor teacher
characteristics in their studies of bilingual programs.

123

Gaardner &
Richardson, 1968

Owens, 1972

Macnamara, 1966

v
-
-~

N



-117-

Instructional Materials

Extensive searching through this set . of research
literature on bilingual programs brought to light only
meagre information about instructional materials.
Instructional materials . are rarely considered as
independent, dependent or control variables in the
designs of the research studies. '

These two French immersion primary programs in
Montreal had curricula that «closely resembled that
followed by most school systems of Montreal. The books
and materials were from Quebec and France. All the
materials were designed for children who spoke French
as a native la2nguage. The programs of study at each
grade level focused attention on the development of

expected academic skills with language made incidental,

except for French Language Arts.

This Ottawa primary French immersion program also
made use of many French books and materials, but most
appeared to have been published in Ontario.

Peel County in Ontario began their French
immersion at grade eight and found that it was
difficult ¢to find materials appropriate to both the
linguistic and cognitive levels of the students. They
found the grade eight materials from Quebec
conceptually appropriate but linguistically too
sophisticated; consequently, the teachers prepared much
of the materials themselves.

The Spanish immersion program in California (see
page 38) had no special curriculum, materials or
hardware, The Spanish immersion teachers simply
observed and borrowed techniques from the conventional
English kindergarten and first grade teachers..

Some authors write briefly of the difficulties
caused '‘by the lack of materials in the heritage
language. Bacon et al. felt the lack of curriculum
materials utilizing the Cherokee language 1limited the
early effectiveness of the Cherokee Bilingual Education
Program. (See page 44.) In the years to follow,
appropriate materials were developed by program
personnel., In the Redwood City Project (see page 7),
Cohen reported that finding instructional me erials for
teaching Spanish and for teaching the content subjects
in Spanish was a real problem. In the first year, an
aide translated some science lessons into Spanish but
tound it very time consuming. Translations of math
concepts were made spontaneously and at times with
difficulty. In the third year, the Mexican-American
teachers were at a definite disadvantage because no
Spanish materials were available for math and science.
The Redwood City Project emphasized the importance of
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the Mexican culture and therefore needed booOksS,
filmstrips, films and records to teach a bicultural
social studies. In the second year, a commercial
series on Mexican-Americans and project-developed
slide-cassette packages on famous Mexican-Americans
were available for use.

These two programs appear to have relied heavily
on translated materials. Trevino (see page 59) reports
that the English text books supplied by Texas were
translated by the teachars and director for their
Spanish/tnglish program. The bilingual project in the
Philippines (see page 11) used materials developed at
the Science Education Centre at the University of
Philippines for math, science and health. Since the
materials were deveioped in English, a specialist was
needed to supervise their adaptation to Pilipino.

Other investigators say that time and money had to
be invested in the <collection, production and purchase
of materials but make few other comments. According to
Pryor, the extent of the planning, organization of
materials and availability of curriculum materials at
the beginning of the year greatly 1influences the
success of a bilingual program.

Summary

Little is said about instructional materials in
research studies of bilingual education; however, the
information  that is provided suggests that many
difficulties such as translating existing materials,
developing new materials and matching cognitive and
linguistic levels are encountered.

This subject is rarely considered as part of the
research designs.
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Teaching Styles and Methods of Instruction

A serious limitation of this entire body of
research literature on bilingual education programs is
the lack of assessment d control of individual
teaching styles and methods instruction.

Three investigations of Canadian French immersion
programs briefly refer to the natural way in which
children are introduced to French. These programs
begin by emphasizing French as a language of
communication. The teachers aim at developing

listening comprehension, vocabulary and spontaneous .

verbal expression while refraining from teaching formal
language skills and making extensive corrections. For
example, Bruck studied the " suitability of early French
immersion programs for language-disabled children and
made this interesting observation:

One of the phenomena we have
noticed in our clinical practice is
that many language-disabled
children cannot cope with a typical
French-as-a-second-language program
(typically given for 20 - 40
minutes a day several times a
week); they leave - school with
almost no knowledge of French.
This may be due to the fact that
most of such programs are based on
teaching methods (a great deal of
memory work, repetition of language
out of context, and the learning of
abstract rules) which inadvertently
exploit the weaknesses of the
language-disabled child. The
French immersion program does not
seem to have this effect; rather it
provides a more suitable and
natural environment for these
children to learn French.

(Bruck, 1978, p.70)

Cohen described the differences between regular
classes and bilingual Spanish/English classes as
follows in the study of the Redwood¢ City program (see
page 7):
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The Comparison group received
conventional English-only
instruction. However, almost half
of these students also received
special attention through ESL or
Title 1 classes, or through
individual tutorials, It was
observed - that - the  Bilingual
students w re instructed less as an
entire class, and more extensively

& in small groups or i{individually,
than were the Comparison students.
(Cohen, 1975, page 124)

Finally, veidt (see program description on page veidt, 1976
33) speculated about the effects of different teaching
methods and how they might relate to achievement scores
on tests wused to evaluate tne success of a bilingual
program:

Unlike the standard elementary
curriculum in Cincinnati, the
German-English Bilingual
Alternative School selected
materials for its basic reading
instruction which evince a strong
phonics base and emphasize word
recognition and coding-decoding
activities. This approach to the
teaching/learning of reading in
English corresponds to a large
extent with the method chosen for
the same task 1in German. However,
those sections of the Metropolitan
/ Achievement Test which are
! concerned with reading ability
appear to test some elements not
normally presented and learned in a
first-grade reading program which
has a phonetic-decoding
orientation. This fact may have
been insfrumental in artificially
depressing the scores of the
first-grade bilingual group on the
reading achievement portion of the
posttest.
| (veidt, 1976, p.49)

R . 127



-121-

Summary

Bilingual education programs are usually evaluated
by comparing them with regular educational programs,
but this 1is nearly always done without assessing and
controlling for teaching  styles and methods of
instruction.

There is enough in the five papers referred to in
this section to suggest that these variables may matter
*nd that they in fact cover o wide range of phenomena.
Are the researchers evaluating bilingual and regular
school programs or are they merely evaluating different
teaching styles and methods of instruction? Do the
researchers use tests that match one program more than
another? Do other programs exist 1in the schools (such
as remedial c]asses§ that involve some children and not
others?
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Bilinqual Education as an Intervening or
Dependent Variable

Paulston (1978) has emphasized the importance of
accounting for sociohistorical, cultural, economic and
political factors that 1lead to certain forms of
bilingual education when conducting evaluations and
assessments. This could mean casting “bilingual
education as the intervening or dependent variable
rather than as the independent variable in research

‘designs. Paulstop/cttes Swain on this matter:

’ !
The reason bilingual education has
been the independent variable is
because educators, parents, etc.,
were worried about the possihle
harmful effects of Dbilingual
education n their kids. The
evaluations| of the programs were
undertaken to show that bilingual
education as not harmful. In
other words,| . research for immediate
\ educational | purposes necessarily oy
A has used bilingual education as the
' independent variable. Now if you
\\ want to develop a theory of
bilingual education ... then you
have to take one step backwards (no
\ - negative connotation meant) and
view bilingual education as. the/a
-dependent variable.
(Cited in Paulston, 1978, p.191)

Only one study of this kind was located. The
investigator assumed 1in this study that children's
progress in a bilingual program was the result of an
interaction between the bilingual program and community
variables. - McConnell chose two sites with opposite
sociolinguistic environments. One site was in a Texas
border area where Spanish was the dominant language of
the community used for nearly all social and economic
functions; for example, all} the tradespeople and
professionals like d&;tors and dentists spoke Spanish.
The other program oPerated 1in Washington state in a
rural community where Spanish speakers were in the
minority and there were strong pressures for language
shift because social and economic functions were
carried on in English. In Texas, the children
interacted most at home with their mothers, and this
interaction was most often in Spanish, 1In Washington,
however, the c¢hildren most often interacted with
siblings in the English language. The socio-economic
and ethnic environments of the two sites were very
similar -- migrant Spanish workers. There were also no
statistically significant differences in the academic
and language skills of the two groups of <children as

Ll
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they entered the bilingual programs, The
Spanish/English programs in the two sites were parallel
-- child/staff ratios, curriculum materials,

timetables, staff training, staff qualifications' and
staff recruitment, The student outcomes measured were
Spanish and English vocabulary, mathematics and English
reading. Data were analyzed for differences according
to site and length of program attendance.

The differences between sites were significant for
all variables but most pronounced for English
vocabulary. The acquisition of English vocabulary for
the Washington group was very rapid for the first two
years while in Texas it got off to a slow start. With
respect to Spanish vocabulary, the Texas children were
always higher because of the reinforcement of Spanish
outside the program. McConnell wrote the following
about the relative dominance of the two languages in

*the two sites:

... the average scores in English
.vocabulary are consistently higher
than the scores in Spanish
~vocabulary for <children in the
Washington site. This is not true
at the Texas site. ... All the
children in this sample started out
. with a "test dominance” in Spanish.
After one year, a fourth of the
children in Washington tested
higher in English compared to only
5% in Texas. By two years a
majority of the children in

Washington, almost two-thirds,
tested higher in English than in
Spanish and the percentage

continues to rise with each
attendance period. In Texas, too,
a limited number of children tested
higher in English than in Spanish
after attending the bilingual
program, but ‘the percentage who
changed "test dominance" was
consistently much lower.

(McConnell, 1983, pp.8-9)

For math and English reading the pattern of gains for
each site were quite similar.

The differences according to length of program
attendance were also significant for all variables.
Each period of attendance for the bilingual programs
produced marked increases in all variables in both
locations: : |
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In math children entered the
program very low at both sites; the
average score would compare to the
lowest 20 percent of children from
the national norm group. ... The
program was very powerful at both
sites resulting in a rapid increase
in math scores so that in one year
children's average Sscores were 1in
the “low average" range compared to
national norms, and by.two years
attendance, their average scores
were above average norms in both
sites. oo

In reading, it took two years
attendance in a bilingual program
for. children's reading scores to
reach the "low average" range. ...
By three years their average scores
were nearly at national norms, and
by four years children at both
sites had average scores which
exceeded the national norms. ...
(McConnell, 1983, pp.10-12)

Summary

McConnell's findings suggest that with
. socio-economic conditions and bilingual programs held
constant, the sociolinguistic characteristics of a
community can affect outcomes of bilingual! education.
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OTHER LITERATURE

The intent of this section is to briefly overview
other bodies of literature and to suggest a- few sources
for those who wish to pursue the topics in more depth.
This additional literature was not included in the
present document because it was difficult to locate,
poorly designed research, outdated research,
inconclusive, marginally relevant, theoretical not
experimcntal, and/or somewhat outside the area of
educ-iion, '

As mentioned in the Introduction, the 110 research
studies reviewed in this document were conducted during
the past twenty-five years. Research done prior to
1960 "has been reviewed by others such as Darcy (1953
and 1963), Peal and Lambert {1962), Jensen (1962, I and
I11), and Macnamara (1966). A large portion of the
pre-1960 research examined the effects of bilingualism
on intellectual functioning and tended to conclude that
bilinguals suffer from a language handicap when
measured on verbal tests of intelligence. This body of
research was not included as it is generally agreed by
scholars 1in-the field that tne studies had certain
methodological flaws; in particular, investigators made
little attempt to control variables such as
socio-economic status and degrees of bilingualism. 1In
the words of one author:

Almost without exception, the
monolingual groups in these studies
(i.e., the children who gave
significantly higher performances
on standardized intelligence tests)
were speakers of a socio-
linguistically dominant 1language,
dominant 1in the sense that it
enjoyed greater prestige and
greater communicative wutility in
the larger society from which the
groups were selected. In the
majority of these studies, it was

further apparent that the
bilinguals, regardless of their
proficiency in the dominant

language, were also disadvantaged
by socio-economic environmental
factors specific to the lower -
status bicultural communities in
which they were socialized. ..., the
author feels safe in insisting that
the category of research referred
to earlier ... has not taken into
account all the variables which cne
must. Jjustifiably assume to be
operative; ani that those studies
which followed through to conclude
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that bilingualism as a variable of
itself produced intellectual
deficit, are beyond the pale of
responsible inquiry.

(Diebold, 1966, pp.19-20)

Doctoral dissertations were not <collected and
included 1in this review. as they are not easily
obtained. Excerpts from all American dissertations
that bear on problems and questions about bilingual
education completed between 1962 and 1975
gapp;?ximately 50) are available in Tucker et al.

1977). '

Rotberg (1982) provides the 1legal background of
federal policy in bilingual education 1in the United
States. The paper discusses Title VII of the
Elementary and Secondary Education Act of 1965, the
1974 Supreme Court Lau vs Nichols decision, ¢the 1975
Lau Remedies, and the 1978 Title VIl Amendments. She
writes:

The purpose of Title VI] was to
fund bilingual education programs.
Its educational philosophy followed
a transitional bilingual-bicultural
approach, encouraging the use of
*"bilingual educational practices,
techniques, and methods.” 1In order
to avoid segregated classes, Title
VII permitted the participation of
children whose native language is
English -- though their percentage
could not exceed 40 percent. The
Act stated: "“The objective of the
program shall be to assist children
of limited English proficiency to
improve their English language
skills, and the participation of
other children in the program must
be for the principal purpose of
contributing to the achievement of
that objective.”

(Rotberg, 1982, p.33)

Dozens of these Title VII American bilingual
programs have been evaluated and the majority have not
been 1included in this document; first, because they
have usually been evaluated according to
norm-referenced models instead of control-group models
and second, because results for non-English Speaking
children are frequently mixed with those for
English-speaking children. Yap (1984) discusses
standards for Title VII evaluations.
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The issues regarding the optimal age to learn a
second language and whether the age of a
second-language learner affects the nature of
bilingualism are largely unresolved 1in the research
literature and, for this reason, have not been directly
addressed in this document, A similar position has
been taken by others. such as Diaz (1983) and Stern
(1982). Some, such as Penfield and Roberts (1959),
believe that there is a critical period of years when a
second language is acquired with greatest ease;
whereas, others such as Snow and Hoefnagel-HB8hle (19785
disagree. One reason that the optimal ' age for
introducing a second language is a difficult variable
for study and research is that it is not easily

\\separated from the amount of time spent learning a

econd language. Swain (1981) provides a good overview

the relationship between these two variables.
Another paper by Swain (1978) discusses these variables
in the context of early, late and partial immersion.

There is a large volume of literature available
that examines the linguistic, psychological and
neurological bases of bilingualism. This literature
includes topics such as interference, transfer,
interlanguage, switch mechanisms, translation, language
tags, language set, phonology, morphology, lexicon,
bilingual/polygot aphasia, compound and coordinate
bilingualism, and differential cerebral lateralization.
One would expect that this literature and research
would be instructive for those involved with bilingual

‘education but on the whole it remains very complex,

technical, methodologically weak and 1inconclusive.
Good reviews of these topics may be found in Hatch
(1983), vaid and Genesee (1980) and Albert and Obler
(1978). Albert and Obler synthesize the
neuropsychological and neurolinguistic evidence and
conclude that language 1is organized in the brain of a
bilingual in a manner different from.that which might
have been predicted by studies of cerebral organization
for language in monolinguals. They provide evidence
that knowledge of the neurological differences and
similarities between monolinguals and bilinguals will
be essential to the future of bdbilingual education. In
the final pages of their book they write:

In summary, it would appear that
learning a second language
distinguishes the DbDilingual from
the monolingual not only in
language skills, but also in
perceptual strategies and even in
patterns of cerebral organization.
If this s true, then certain
consequences become apparent, We
shall speak of three.
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First, it would no longer be
correct to accept the traditional
dogma that the left hemisphere is
necessarily dominant for 1language
in right-handers., ... The right
hemisphere may have as . much
capacity to acquire ‘language 1in
adult-hood as it does in childhood.
It may even be dominant for one of
the languages of the bilingual. ...

Second, knowledge that
cerebral organization for language
differs for bilinguals and
monol inguals may be useful
therapeutically., ...

Finally, - the evidence
presented in this book has
implications for second language
teaching. If it is true that the
right hemisphere plays a major role
in the acquisition of a second
language, at any age, then it might

- be useful to develop a program of

second language teaching that
emphasizes so-called “right
hemisphere strategies.” For
example, a second language might be
more easily Jlearned 1f it were
taught through nursery rhymes,
music, dance, or techniques
emphasizing visuospatial skills.

(Albert & Obler, 1978, pp.253-4)
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CONCLUDING SUMMARY AND DISCUSSION

This document is a review of 110 research studies
that investigate the effects of bilingual education and
bilingualism on, primarily, the academic and cognitive
development of children and young adults. Individually
or as a group, .these studies cannot be considered to
represent all thal can be achieved in the field. Many
studies have been designed in such a way that they tend
to incorporate a rather narrow band of factors and many
investigators have proceeded in their research without
carefully documentiny the characteristics of the
bilingual programs, defining bilingualism or randomly
assigning children for experimental and control groups.
The vast majority of the studies gloss over the impact
of such variables as teacher training, teaching style,
teacher background characteristics, methods of
instruction, types of instructional materials,
attitudes within the home, school and community, parent
influence and involvement, socioeconomic conditions,
official and social status of the languages and social
status of each respective ethnic/cultural group.
Purposes for establishing bilingual programs and
criteria for evaluating their success are too often
vaguely stated. The effects of bilingual programs and
bilingualism on suych variables as self-concept,
classroom behavior, school attendance, social
development, student employment and teacner employment
have been considered b{ only a few investigators.
Researchers rarely design their studies so that
bilingual education is the dependent or intervening
variable. ‘

A cohesive theory of bilingual education and/or
bilingualism has not yet been formulated, meaning that
outcomes or consequences of establishing a particular
program 1n a given community cannot be easily
predicted. Such a theory «cannot be formulated until
researchers begin‘'to incorporate a larger array of
educational, economic, cultural, social, political,
cognitive, linguistic and psyghological variables into
their investigations.

Keeping in mind these 1limitations, the purpose of
this concluding summary and discussion is to highlight
some of the themes that seem to be woven through the
research studies reviewed. The ways in which this
document is organized {an organization that has not
been forced but which has grown naturally from the
material) does 1in part suggest some of these themes
but, unfortunately, eclipses others. The 110 research
studies represent an amazing diversity and the results
and interpretations of results at times seem completely
contradictory. More than one reviewer of . the
literature has admitted to be’'ng baffled. Paulston
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(1978, p.188), for example, has said that, "A study can
be found to support virtualily every possible opinion, a
not - uncommon practice in review-of-the-literature
endeéavors." The diversity 1iies with  programs,
politics, goals, socio-economic conditions, research
dasigns, resources, languages and ethnic/cultural
groups. Generalizations, however, are best formulated

‘against a backdrop of differences, variations and

extremes and it is in this respect that the diversity

of this collection of studies embodies a certain

strength.

In the absence of a theory of bilingual education
or bilingualism, Vygotsky's ideas and theories seem to
help account for ¢the findings of these 110 diverse
research studies. Vygotsky proposed that speech is
social in origin and at first is used entirely for
affective and social functions, after which it develops
self-directive properties that eventually result in
internalized verbal thought. A few excerpts from

~Thought and Language (Vygotsky, 1962) serve to further

this discussion:

Thought . developmen® is determined
by language, i.eN, by the
linguistic tools of tQought and by
the sociocultural experjience of the
child. cee The child's
intellectual growth is contingent
on his mastering the social means
of thought, that is, 1language.

{p.51)
@ The language of the environment,
with its stable, permanent

meaninys, points the way that the
child's gyeneralizations will take.
... VYerbal intercourse with adults
thus becomes a powerful factor in
the development of the child's
concepts. (pp.68-9)

... imitation and instruction play
a major role. They bring out the
specifically human qualities of the
mind and lead the c¢hild to new
developmental levels, oo
Therefore the only yood kind of
instruction is that which marches
ahead cf development and leads
it... {(p.l04)

The relation between thought and
word is a living process; thought
is born through words. A word
devoid of thought is & dead thing,
and a thought unembodied 1in words
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remains a shadow. The connection

between them, however, is not a
preformed and constant one. It

emerges in the course of
development and  itself evolves.
(p.1583)

If rightly interpreted, these excerpts would seem
to suggest that a child's development will be at risk
if, for any reason, the <chance to develop words and/or
thought becomes blocked and that the most devastating
kind of block would be one where social and verbal
intercourse with adults was severely curtailed. These
~excerpts would also seem to indicate that going to
school 'and being exposed to an education differs for
each child, as each is experiencing a unique so<ial,
cultural, lingustic and economic environment outside
school, :

Several of these studies have involved child, en
who are in environments (social, cultural, linguistic,
economic) that seem to block-the chance for them to
develop words and thought through rich social and
verbal intercourse with adults in their 1lives. Their
parents may be barely 1literate or may need to spend
long hours working away from “home in order to survive.
The 1language of the home may not be officially
recognized, used, or even accepted by the wider
community. The language of the home may not be
sophisticated; it may not have a written form or it may
not be modern. Upon entering schoul, the children may
be suddenly confronted with a new environment and a new
languaye and perhaps with adults who are somewhat less
than approving and accepting. Thus, not only do the
child's home circumstances limit the full development
ot thought and words, but the <c¢child is at a distinct
cultural, social and linguistic disadvantage in the
community and at school. 1In all respects, the chance
for a normal development of words and thought s
blocked. The best examples in the dody of literature
reviewed are the American and Mexican Indians, the
Aboriginal children in Australia, the finnish
immigrants in Sweden and the Turkish and Moroccan
immigrants in Holland. The bilingual experiments set
up for these children involve using the heritage
languages as media of instruction for. . all or some of
the school curriculum as soon d&s the children begin
school with teachers (sometimes untrained aides) of the
same cultural background. So, not only are the
chiidren being educated by adults who understand,
respect and care for them, but they have a chance to
develop words and thought in their first lanquage while
learning a second languaye. Their development of words
and thought is thus not put on hold for months or
years. While these programs have been sShown to be
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‘better -than regular programs that are conducted only in
the second language, few of the investigators report
that the children progress at normal rates.

Another set of seemingly contradictory studies has
involved children from middle- and upper-class homes
where, not only is the home language an official,
prestigious one in the community, but the children
belc.g to the majority group and are well accepted and
respected. At home, these children are in the best of
stimulating environments, They experience
- sophisticated social and verba)l intercourse with
well-educated, aware, ambitious adults and are strongly
encouraged and guided in all aspects of word and
thought development. Upon entering school, they are
not faced with an wunfamiliar sociocultural milieu. It
is within this context that it has been discovered that
it is possible to completely immerse children in a
second language as sopn as they enter school with no
detrimental effects on the first language skills and
other academic skills but with considerable advantages
for learning the second language. In contrast to the
minority group children discussed above, these children
are not completely blocked in their chance to mature
with respect to words and thought -- it is happening at
home and in the community. While totally immersed in a
second language during the beginning months of school,
they may still in fact be developing words and thought
in their first language. Monolingual children in such
circumstances ana such bilingual programs seem to come
closer to becoming truly bilingual while maintaining
high academic achievement than any other group 1in any
other type of proygram. The more immersed the children
are, the better they learn the second 1language. The
best example 1is the French immersion programs for
Enylish-speaking children in Canada.

A third collection of studies illustrate yet
another combination of sociocultural, sociolinguistic
and socioeconomic circumstances that have produced
bilingual education programs with somewhat different
goals, methods and criteria for measuring success.
Good examples are the Ukrainian and French children in
western Canada, the German children in Cincinnati and
the Enylish-speaking Irish children in Ireland. In
each of these settings, the ethnic/cultural groups (not
first and second generation <immigrants) have become
quite assimilated in the dominant English language and
Anglo culture. English may be used extensively in the
home by parents and children and the home environment
frequently has the socio-ezonomic goals and advantagyes
cf the middle-class. The children feel relatively at
ease in the community and are accepted by it. School
does not present an unfamiliar milieu., The popular
gyoal of bilingual programs in such settings is to
revitalize a language, culture and at times a religion
that s being lost through assimilation; reaching a
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sophisticated level of bilingualism 1is rarely a high
priority. However, those involved are usually
concerned that skills in the official language of the
dominant culture not deteriorate. The language to be
revitalized may be used as a medium of instruction for
various subjects and proportions of time, but the more
subjects and time, the better the skills that are
developed. Interestingly enough, the number of
subjects and proportion of time devoted to the two
languages have little relationship to skills in the
dominant language or achievement in the various
academic subjects. The implication would seem to be
that the children never experience a block in their
chance to develop words and thought. English has been
the language of the home, community and school and
since they have grown up with the language they have
had every opportunity to interact with all the adults
in their lives. The revitalization of a heritage
language seems not to disturb their 1intellectual and
academic development.

Sometimes bilingual education programs have little
impact on language skills (particularly those . of
speaking and listening) for one or both languages..
These programs may exist within a fourth kind of
context, the best example of which 1is the dominant
Spanish culture 1in some communities of California and
Texas that border on Mexico. Even though English is
the only official language and the dominant language of
the United States, Spanish is the dominant culture and
language in these areas. The people are not
necessarily first and second generation immigrants, but
interaction with nearly all the adults in the home and
in the community is 1in Spanish. In regular schools
they are confronted with English but are still involved
mostly with their Spanish peers. It is not surprisiny
then that a Spanish/English bilingual program in such a
setting may do little to improve Spanish speaking and
listening skills., However, the program may help
prevent the creation of a block; the <children are
ailowed to continue a development of words and thought
in school through the Spanish language while being
introduced to English. Studies of Spanish children in
other areas of the United States that are more Anglo
dominant tended to show different results.

The influence and stability of the patterns of
language use in communities are also manifested in a
few studies that have shown that the introduction of a
bilingual education proyram did 1little to change how
the languages were wused in the community. In fact, a
bilingual program may not even change the pattern of
language use in the school corridors and yard.

Some investigators explain success 1in second

language learning in terms of psychological,
motivational terms and have built theories based on
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instrumental/integrative orientations and/or positive/
negative attitudes toward the target language and its
speakers. These persons suggest that orientation and
attitudes may be more important than language aptitude.

Scattered throughout this review are a few
findings (frequently confounded with other findings)
that suggest that children may be particularly at risk
in their word and thought development if they cannot
identify with any cultural group (say in the case of
serious home-school conflict] or if they are in
bilingual programs that present the two languages
concurrently or through simultaneous translation. It
may be that children progress most rapidly toward rich
bilingualism and well developed words and thought if
they identify with both cultural groups. A teacher who
switches languages or translates may prevent this dual
identification. Two teachers of different cultural
groups in one <classroom may also impede this dual
identification. If the circumstances of the home and
community are such that a c¢child has an excellent chance
to identify with one culture and to develop words and
thought in the language of that culture, the school
might do best to emphasize the second language and
culture (as is the case with French immersion
programs). There is also a suggestion in the
literature that simultaneous or concurrent translation
proyrams. that supposedly offer a 50-50 balance may
inadvertently favor one language or the other.

Another theme that threads its way through the
literature and has not been highlighted in any of the
section summaries 1is the notion that outcomes of
bilinyual programs are frequently of a cumulative
nature; that is, the first year or so progress may be
particularly slow, while 1in the following years it
speeds up. More than one study presented results that
compared experimental groups with control groups by
saying, “discrepancies 1in abilities were decreasing
over time", or “the rate of gains for the experimental
group increased from year to year.” In the case of
full immersion programs, initial lags are reported in
the languaye that is neglected for two or three years.
These studies reported cumulative effects in a variety
of language, academic and cognitive skills. However,
again these effects cannot be considered as totally the
result of the school program but are intertwined with
and a result of many other sociocultural,
sociolinguistic and socioeconomic variables.

And finally, a few researchers claim that becoming
bilingual raises the level of intellectual functioning.
Depending on how one wishes to define intelligence,
this may be so. Bilinguals, when compared to
monolinguals, may recognize the arbitrary nature of
words at an earlier age, may have a keener sense of
langyuage sound systems, may display an earlier
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.development_of the ability to  separate-word-souad from
word meaning, may be more sensitive to feedback cues
and may be capable of more flexibility in their
thinking thus resulting in better divergent thinking
and hypothesizing skills. Vygotsky has written:

.e. & foreign language facilitates
mastering the higher forms of the
native language. The <child learns
to see his language as one
particular system among many, to
view its phenomena under more
general categories, and this leads
to awareness of his 1linguistic
operations.

(Vygotsky, 1962, p.110)

However, other measures of intellectual
functioning such as verbal and nonverbal standardized
IQ tests, word association tests and problem solving
tasks produce results that are not at all clear cut.
In fact, this whole area is extremely difficult to sort
out considering, for example, - that standardized
intelligence tests frequently require reading and
writing skills and may not be correlated with speaking
and listening skills,

The diversity of the sociocultural,
sociolinguistic and socioeconomic conditions
represented by the studies reviewed for this document
is mirrored within the school population of the Board
of Education for the City of Toronto. The children of
the Toronto Board represent many ethnic/cultural
groups. (See Larter and Cheng et al., 1982 and Wriyht
and Tsuji, 1984.,) Some of the children were born
outside Canada, some. represent fourth and fifth
generation immigrants, some do not speak English at
home, some speak two or three languages at home, some
have parents with little education who belong to the
working class, some have parents who belong to the
highest socio-economic groups in the city, some have no
peers of the same cultural group, and some <can
theoretically exist in the city without Jlearning
English or French as their cultiural groups represant
ltarge numbers clustered in certain areas of the city.

Defining bilingual education as has been done in
this document as a program using two languages as media
of instruction means that with respect to -the Toronto
Board of Education bilingual programs are in existence
for only French and English (Canada's two official
lanyuages). In Ontario it is not legal to use
non-official lanyuages as media of instruction 1in the
public school system except on a temporary basis to
help children acquire English skills., If the time were
to come when heritage languages were used as media of
instruction in Toronto schools, then this review of
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i .
research studies suggests that the diversity of the
school population of the Toronto 'Board would require a
variety of bilindual programs and teaching methods. 1In
implementing such a variety of programs, conscientious
educators would probably want to gather certain kinds
of information and keep in mind certain principles as
suggested by this review of literature. First, they
might wish to gather information on the linguistic,
social, cultural and economic <circumstances of each
ethnic/cultural group. Second, efforts might be made
to understand each group's reasons for wanting
bilingual/trilingual programs -- some who are well
assimilated might want to revitalize their language and
culture, others who have just immigrated might wish to
maintain their ‘heritage language and/or use it until a
satisfactory transition has been made to English or
French, while still others might desire a high level of
bilingualism/trilingualism for career and economic
reasons or for sociaVl reasons. Third, special
consideration might be given to the resources,
particularly teachers and material, that are available
and/or might need to be <created for each heritage
language. Fourth, time might ©be devoted to becoming
aware of the attitudes of various administrators and
school staffs and to overcoming undesirable effects
that might arise from any negative attitudes. Fifth,
each bilingual program might be designed not only
according to background * characteristics, goals,
resources and attitudes but also according to the
guiding principle that children need rich social and
verbal interaction with adults on a continuous basis to
dev~lop words and thought. And, finally, different
criteria might be used to evaluate the various
programs. '
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The eighth year of comparing three cohorts {(N's = 29, 23, 23)
of Toronto Anglo children immersed in French with those in a
regular program indicated that pupils in the two programs
performed equivalently in English, Math, Science, and work

¢ skills. Initial lags in English were mdc:ly overcome. In
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immersion students in a more bilingual environment. Other
students in a late grade 8 immersion program were doing well
but somewhat lower than comparison students of early
immersion program.
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bilingual and monolingual children to spoken languages.
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pp-89'97. :

Monolingual (N = 79) and bilingual (N = 71) French-Canadian
children listened to tape recordings of children's voices,
some in English, some in French, and rated each speaker'’'s
personality on 15 traits. The French monolinguals upgraded
the personalities of French speakers on all traits, whereas
the bilingual saw fewer differences between the person-
alities of the French and English speakers. '
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Anisfeld, M., & Lambert, W.E. Social and psychological variables’w,///r/’
in learning Hebrew. Journal of Abnormal and Social
Psychology, 1961, 63 (3), pp.524-9.

Ability (intelligence and language aptitude) and attitude

(reasons for learning and attitude toward culture and

community) were correlated with measures of achievement in

the Hebrew language for Bl Jewish eighth and ninth grade ,
students in Montreal. The attitude measures were least -
stable and attempts were made to explain this through
sociopsychological characteristics.

Bacon, H.L., Kidd, G.D., & Seaberg, Jid. The effectiveness
of bilingual instrwction with Cherokee Indian students.
Journal of American Indian Education, 1982, 21 (2),
pp.34-43..

A study of 35 grade eight Cherokee Indian pupils in Oklahoma
who had participated in four and five-year bilingual
programs. Reading and mathematics test scores compared with
those of control pupils showed positive results.

Bain, B. Bilingualism and cognition: Toward a generai theory.

In S.T. Carey (Ed.), Bilingualism, biculturalism and
education., University of Alberta, 19/4.

This is a report of two studies dealing with contemplative
and participative cognition., In the first, 10 bilinguals
matched with unilinguals on sex, SES, IQ, grades and
developmental level discovered and transferred problem
solving rules faster. 1n the second, 42 bilinguals matched
with unilinguals on sex, SES, IQ ard grades were more
sensitive to emotional expressions as displayed in
portraits. An attempt is made to theoretically integrate
the views of Piaget and Vygotsky.

Bain, B., & Yu, A. Cognitive consequences of raising children
pilingually: 'One parent, one language'. Canadian Journal
of Psychology, 1980, 34 (4), pp.304-13.

A longitudinal study of three bilingual groups (English/

Chinese, French/German, English/French) and six unilingual

groups (2 English, 1 Ghinese, 1 German, 2 French) in Alsace, ; -\
Alberta and Hong Kong which showed that by age four children \\
raised bilingually using the 'One parent, one language'

principle obtained significantly higher scores on cognitive
tests than all unilingual groups. (N = approximately 10 per
group.)
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Barik, H.C., & Swain, M. Three-year evaluation of a large scale
early grade French immersion program: The Ottawa study.
Language Learning, 197%, 25 (1), pp.1-30.

The results from three cohorts showed that kindergarten
pupils in French immersion programs (FI) are as ready to
begin grade 1 as the controls in regular English programs.
During grade 1, FI pupils “lag behind controls in English
- reading skills with some abilities to transfer from French
to English. During grade 2, with 60 minutes of English a
day, the FI pupils catch up to the controls in most English
. language skills. Math skills and cognitive development at
/ all grades are equal for both groups. FI pupils achieve
higher than FSL students in French and compare reasonably
well with French-speaking pupils. Pupils were middle to
upper socio-economic level, Class was the unit of analysis.

Barik, H.C., & Swain, M. A longitudinal study of bilingual and

cognitive development, International Journal of Psychology,
1976, 11 (4), pp.251-63.

This is a longitudinal study of pupils in French immersion
and regular programs in Ottawa and Toronto. When adjusted
for initial IQ and age differences, regular and immersion
students did not differ in overall IQ measures or specific
subtest scores between grades 1 and 3. A further analysis
showed that high French achievers obtained significantly
higher IQ scores than low achievers even after controlling
for initial 1Q and age. (N = 136)

Barik, H.C., & Swain, M, Evaluation of a French immersion
program: The Ottawa study through grade five.
Canadian Journal of Behavioral Science, 1978, 10 (3),
pp.192-201.

The results of the French immersion program in grades three
to five of the Ottawa public school system (Barik and Swain,
1975) indicate that pupils are in general on a par with or
ahead of their peers in the regular English program in most
academic areas considered (English, Mathematics, work-study
skills, science) and are performing satisfactorily in
French. Individual was the unit of analysis. Age and IQ
were covariates.
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Barik, H.C., Swain, M., & Nwanunobi, E.A. English-French
bilingual education: The Elgin study through grade five.
Canadian Modern Language Review, 1977, 33 {4), pp.459-75.

Four cohorts of Partial French Immersion (PFI) students in
grades 2, 3, 4 and 5 were studied again in 1974-1975. The
first cohort in grade 5 showed the most favourable results.
They scored as well as RE (Regular English) students in
mental ability, English language and math skills; their
French listening and reading comprehension, and French
achievement were also satisfactory in comparison to that of
the Total French Immersion (TFI) pupils with similar contact
time in French. However, the other cohorts lagged behind
their RE peers in math (grades 2, 3, 4) or English {grade 3)
or mental ability (grade 2). They also did less well than
the TFI students in French. Results of the same four
cohorts in the previous years were also summarized.

(1974-75 N's = 19, 21, 15, 18.)

Ben-Zeev, S. The influence of bilingualism on cognitive strategy
and cognitive development. Child Development, 1977(a), 48,
pp-loog-le [}

Two groups of primary-aged Hebrew-English bilingual children
(one group each in the U.S.A. and Israel) and two groups of
monolingual Jewish children (Mebrew and English) with
similar intellectual and SES backgrounds were tested. 1In
spite of lower vocabulary level, bilinguals showed more
advanced cognitive strategy and development. :

Ben-Zeev, S. The effects of bilingualism in children from
Spanish-English low economic nedighborhoods on cognitive
development and cognitive strategy. Working Papers on
Bilingualism, 1977(b), 14, pp.83-122,

Ninety-eight bilingual Spanish/English-speaking children
were compared with ninety English-speakiny Latino children
in primary public Chicago schools. Results were similar to
Ben-Zeev (1977(a)) in that bilinguals were more attentive to
language structure and more ready to reorganize in verbal
and nonverbal tasks than the monolinguals in spite of
deficiencies in vocabulary and syntax usage.

Bruck, M. The suitability of early French immersion programs for
the language-~-disabled child. Canadian Journal of Education,
1978, 3 (4), pp.51-72.

A study of learning disabled children in French immersion in
grades K to 3 matched with control children on sex, age,
teacher and father's occupation. The children acquired some
proficiency in the French language while developing skills
in English., They learned basic concepts of reading, math
and spelling taught in French.
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Bruck, M., Lambert, W.E., & Tucker, G.R. Bilingual schooling
through the elementary grades: the St. Lambert Project at
grade seven. Language Learning, 1974, 24 (2), pp.183-204.

This paper presents a review of the St. Lambert’ProJect
(Lambert and Tucker, 1972) from Grades K through 7. The
samples of grades 6 and 7 experimental students and control
students had become much smaller and the instructior time in

- French had been reduced to under 50%. The grades 6§ and 7
experimental students were experiencing no detrimental
effects in academic or cognitive development or French
communication skills,

Bruck, M., Lambert, W.E., & Tucker, G.R. Assessing functional
bilingualism within a bilingual program: The St. Lambert

Project at grade eight. Unpublished manuscript, Psychology _
Department, McGiTT1 University, 1975. [

A comparison of early immersion pupils' practical skill in /
n

French with native-speaking French pupils and late immersio

pupils. Usage of French and English language skills was j

also studied for some groups. Late immersion pupils

performed as well or better on all tests, except ligxening ! 0

comprehension in French, as early immersion pupils.’” The /

grade 7 early immersion pupils used French less frequently

and tended to score lower on tests than the grade 8 early

immersion pupils. The grade 8 early immersion pupils scofed

as well as the native-speaking French pupils in all tests/

(Small sample) /

Bruck, M., Tucker, G.R., & Jakimik, J. Are French immersion o
programs suitable for working class children? A foXlowJup
investigation. Unpublished manuscript, Psychology ;
Department, McGill University, 1973. /

/
Controlling for SES and IQ, 39 chilaren from working class,
English-speaking Quebec homes in a 2- and 3-year Frengh
immersion program were found to perform as well as 44/French
control and 43 English control’'children in intelYlectual
development, English, French and mathematics. Progrégss angd
results were comparable to middle class immersion prpgrams.

Campbell, R.N., Taylor, D.M., & Tucker, G.R., Teachers' yiews of
immersion-type bilingual programs: A Quebec example.
Foreign Language Annals, 1973, 7, pp.l106-10. /

. This is a study of English-speaking and French-speéking
teachers' opinions of the St. Lambert French immersion
program (Lambert and Tucker, 1972) compared with the regular
FSL program. Both English and French teachers agree that
the traditional program has limitations. The Fr&nch-
speaking teachers generally view the immersion péograms more
favorably than the English-speaking teachers. {Total N = 54
teachers) . ;
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Capco, C.S., & Tucker, G.R. Word association data and the
assessment of bilingual education programs. In J.E. Alatis
and K. Twaddell (Eds.), English as a ¢ cond language in
bilingual education. Washington, D.C.: Teachers of English
to Speakers of Other Languages, 1976. :

A study of the effects of bilingual English and Pilipino
instruction (N = 64) with monolingual English (N = 35) or
Pilipino (N = 32) instruction on language skill as measured
by word association techniques. The results suggested that
both language of instruction and language of testing
affected language skill. The Ss generally performed better
in their native language (Tagalog) than in their second
language (English).

Carey, S.T., & Cummins, J. Achievement, behavioral correlates
and teachers' perceptions of Francophone and Anglophone
immersion students. The Alberta Journal of Educational
Research, 1983, 29 (3), pp.159-67.

Francophone students from Edmonton, Ontario and Quebec and
Anglophone students from Edmonton and Ontario were compared
in their English and French cloze performance. Correlations
between English and French cloze performance and other
intelligence and cognitive abilities were high. Differences
between the mixed group and both the French and English
groups are reported in terms of academic cooperation as well
as teachers' perceptions of these subgroups. (N's = 26
Francophones, 30 Mixed, and 41 Anglophones)

Carringer, D.C. Creative thinking abilities of Mexican
youth: The relationship of bilingualism. Journal of
Cross-cultural Psychology, 1974, 5 (4), pp.492-504.

Spanish/English bilinguals (N = 24) scored significantly
higher on four subtests of the Torrance Tests of Creative
Thinking than Spanish monolinguals in Mexico. The mean age
was 15.2 years, and SES levels were middle and upper.

Cathcart, W.G. Effects of a bilingual instructional program on
conceptual development in primary school children,
The Alberta Journal of Educational Research, 1982, 28 (1),
ijsl-4§_.

Primary children in both an English/French bilingual program
and in a regular English program were tested on concept
formation and cogffitive development. When readiness scores
were controlled the bilingual program children were better
on one subtest of both the number and the measurement
concept test and the use of reversibility as a justi-
fication for conservatism. A suggestion of cumulative
effects for bilingual programs. Includes discussion of some
literature. (N = 96 per program)
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an, E; An evaluation of the English-Ukrainian
bilingual program: Final report. Winnipeg: Manitoba
Department of Education, Feb., 1982. .

-3

evaluated showed that after 2 1/2 years, students were .
performing at about 75% on Ukrainian oral skills, and were
developing reading and writing skills. After an initia)
lag, the bilingual students' English skills were at a leve)
comparable to that of regular program students. (Varied
N's = 86 to 131 bilingual students)

erfield, R. et al. An evaluation of the Head Start
bilingual bicultural curriculum models. Final report.
Executive summary. Los Angeles, California: Juarez and
Associates, Inc., 1982. .

A total of 243 English- and Spanish-speaking pre-school ’
children in bilingual Head Start programs were compared with
199 similar children in nonbilingual programs in several
Spanish dominant communities. The Spanish experimental
group made significantly better pre-post gains over the
Spanish comparison group on most of the English language
measures and performed equally well or better on the Spanish
language measures. The English-speaking group performed as
well as the comparison group on all English language
measures and Spanish language tests.

» A.D. The Culver City §panish immersion program: the first
two years. Modern Language Journal, 1974, 58, pp.95-103.

&

This paper summarizes three University of California M.A.
theses done on this project. The English-speaking students
in the Spanish immersion program were reported:-as acquiring
competence in understanding, speaking, reading, and writing
Spanish, while maintaining English-language proficiency.

The students were also performing well in subjects such as’
mathematics. Two classes of kindergarten and grade one
children along with control children were involved. (IQ and
SES are not discussed) "

s A.D. A sociolinguistic approach to bilingual education:
Experiments 1n the American southwest. Rowley, Mass.:
Newbury House, 1975. .

A longitudinal study of bilingual (Spanish/English) primary
children in Redwood, California (N = 45). Bilingually
schooled children were.as proficient in English language
skills, slightly more proficient in Spanish skills and the
same or better in mathematics than the comparison students;
they also used Spanish more. Includes history and
ltterature review of bilingualism and bilingual programs,
(See Cohen et al., 1976.) '
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Cohen, A.D., Fathman, A.K., & Merino, B. The Redwood City
Bilingual Education Project, 1971-1974: Spanish and English
proficiency, mathematics, and language use over time.
Working Papers on Bilinqualism, 1976, 8, pp.1-29.

This paper reports a sequel to Cohen's original study for
Mexican-American primary bilingual children (see Cohen,
1975) in a program which used English and Spanish
simultanecusly. ‘Attrition had reduced the sample size to
18, making the findings only suggestive. Several results
were similar to those of the original Cohen study and thus
were favorable to the bilingual program, but other results
were mixed or favoured the comparison English only
instruction,

Cohen, S. P., Tucker, G.R., E&Lambert, W.E. The comparative
skills of monoi1nguals and bilinguals in perceiving phoneme
sequences. Language and Speech, 1967, 10, pp.159-68.

Five groups of university students, one monolingual in
English (N = 20), one monolingual in French (N = 26), one.
bilingual and.native in English (N = 12), one bilingual and
native in French (N = 21), and one bilingual and native in
both (N = 15) were measured for their accuracy in perceiving
initial phoneme sequences. The bilinguals who were native
in English or both languages were superior on the tasks.
Errors tended to be distortions in the direction of the
subjects' native language.

Collison, G.O. Conéept formation in a second language: A study
of Ghanaian school children. Harvard Educational Review,
1974, 44 (3), pp.441-57.

Eighty-five sixth grade Ga- and Twi-speaking students who
had studied English for about six years manipulated and then
discussed specially chosen science materials. A study of
the untutored statements of the students showed that
children function at a higher conceptual level 1in their

‘ ‘ vernacular than in English,

Cowan, J.R., & Sarmed, Z. Reading performance of bilingual
children according to type of school and home language.
Working Papers on Bilingualism, 1976, 11, pp.74-114,

This study examined bilingual children's performance in
reading Persian and English at grades one, three and six.
Two types of programs, one an immersion and one a 50-50
split were compared with monolingual control schools. The
results showed the bilingual children performing not quite
as well as either of their monolingual peers, although the
difference was more striking for Persian than English.
Entire classes averaging about 25 students were examined.

151




-145-

Crawford, P. Evaluation of the French immersion program
Spring, 1983. Willowdale: North York Board of tducation,

1984.

Tests of English reading and writing; French reading,

tanguage skills, listening and writing; mathematics; and

self-concept showed results for the immersion students which

were consistent with those of programs in other Canadian

centres. Tests given varied for the grades 2, 4, 6, 8 and 9

students. \

: |

Cummins, J. Cognitive factors associated with the attainment
of intermediate levels of bilingual skills. The Modern

Language Journal, 1977, 61, pp.3-12.

An investigation of cognitive prA;esses and the attainment
of balanced bilingual skills fgf Edmonton children from
English, French and mixed Frengh/English home backgrounds.
The findings can be interpreted to mean that higher levels
of divergent thinking are either a causal element or an
effect of the attainment of functional bilingualism. Also,
bilingual learning experienges may be either positive or
negative depending on the level of competence the child
attains in the two languages. (Total N = 82)
/

Cummins, J. Bilingualism and/the development of metalinguistic
awareness. dJournal of Qross-Cultural Psycholegy, 1978(a),
9 (2), pp.13T1-49, 7

Tasks were designed tgp assess metalinguistic awareness and
ability to evaluate contradictory and tautological state-
ments of grades 3 apd 6 English/Irish bilingual children and
control groups of unilingual children matched on I1Q, SES,
sex and age. The pilingual children showed a yreater aware-
ness of certain properties of language and were better able
to evaluate -contradictory statements.. (N = 53 bilingual
children) /

Cummins, J. Immers'Bn programs: The Irish experience.
International Review of Education, 1978(b), 24 (3),
pp.273-82. .

A paper which presents the attitudes of 63 infant and
primary teaghers in 15 [rish immersion schools in English-
speaking arkeas. Most felt that becoming bilingual confers
intellectual advantages on children, particularly those who
are brighy¥, outgoing, motivated and have parental support.
A history of Irish immersion education is included.
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Cummins., J., & Gulutsan, M. Bil1nguaW education and cognition.
The Alberta Journal of Educat1ong} Research, 1974, 20 (3),
pPp.259-69.

\
Sixty-one grade 6 balanced bilinguals in a French/English
bilingual program in Edmonton performed better than
unilinguals, matched for sex, SES anhd age, on several
measures of reasoning and divergent thinking. Other
findings suggested that bilingual schpoling has different
effects on children from different homR backgrounds.

Cummins, J., & Mulcahy, R. Orientation to language in
Ukrainian-English, bilingual children. Child Development,
1978, 49 (4), pp.1239-42,

Two groups of primary children attending a bilingual program
in Edmonton, Canada were compared with a unilingual control
group matched for IQ, SES, sex and age. The most fluent
bilingual children were better able to analyze ambiguity in
sentence structure than were the less bilingual and
unilingual children. No differences were found for
awareness of the arbitrary nature of word-referent
relationships. (N = 24 per group)

Cziko, G,A. The effects of language sequencing on the .
development of bilingual reading skills. Canadian Modern
Language Review, 1976, 32 (5), pp.534-39.

Sixty-one English-speaking Quebec children participated in
three X-4 programs :o foster bilingual reading skills., None
of the three programs -- early immersion, late immersion or
FSL -- had detrimental effects on the English reading skills
after controlling for SES and non-verbal intelligence. Also
on a test of French reading, both immersion groups did as .
well as a French control group.

Davine, M., Tucker, G.R., & Lambert, W.E. The perception of
phoneme sequences by monolingual and bilingual elementary
school children. Canadian Journal of Behavioral Science,
1971, 3 (1), pp.72-6.

Classes of grades 3 and 4 Montreal students, some schooled
monolingually in either French or English (N = 77) and some
schooled bilingually in both English and French (N = 44)
were compared for their ability to differentially
discriminate initial phoneme sequences. The bilingually
taught children had developed a sensitivity for the sound
system of their second language, but this training had not
resulted as of grade 4, in a generalized facility in
discriminating sound systems.
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Edmonton Public Schools. Evaluation of the bilingual
(English-Ukrainian) program, 1978-1979. Department of

Planning and Research, Edmonton Public.Schools, 1979,

This is a yearly evaluation report of a partial immersion
bilingual program introduced in 1974. Bilingual students in
. grades 2 to 5 achieved as well or better than students in

the regular programs in both reading and mathematics. Pre-
- and post-test results and questionnaires returned by
parents, teachers and principals also indicated that the
bilingual students were acquiring a degree of proficiency in
the Ukrainian language and an appreciation of the Ukrainian
culture. (N = 241 experimental children)

Edwards, H.P., & Casserly, M.C. Research and evaluation of
second ]language éFrench) programs in the schools of the
Ottawa Roman Catholic Separate School Board. [Annual Reports
1971-1972 and 1972-1973.) Toronto: Ministry of Education,
Ontario, 1976. ‘

Two annual reports of a longitudinal assessment of the
relative progress of primary school children enrolled in
programs designed to promote bilingualism. Findings
supported the value of French immersion when compared with
75-minute and 20-minute a day programs. Children were
mostly of English and French backgrounds. Large N's. A
supplement discusses results for Italian children.

Ehindero, 0.J. The influence of two languages of instruction on
students’' levels of cognitive development and achievement
in science. Journal of Research in Science Teaching, 1980,
17 (4), pp.283-8.

Two groups (N = 60 each) of Yoruba-speaking junior-aged
Nigerian students of equivalent educational and SES
background were taught science in Yoruba and in English,
Usingy Piagetian tasks and test items classified according to
.Bloom’s taxonomy, it was determined that children taught in
Yoruba did better on science concepts which required the use
of higher-level cognitive skills.

Ewanyshyn, E. Evaluation of a Ukrajnian-English Bilingual
Program, 1978-1979. Edmonton Catholic School System, 1980.

" Students in the bilingual program achieved as well in
English languaye arts and mathematics as students in the
regular program at grades 2 to 5 and made very significant
progress in learning Ukrainian, appreciating Ukrainian
culture and understanding the Ukrainian Catholic Rite. The

. attitudes of parents, students, teachers and principals were
very positive, 193 students were matched with 193 controls
on sex, age, grade, SES and primary mental ability,
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Feldman, C., & Shen, M. Some language-related cognitive
advantages of bilingual five-year-olds. The Journal of
of Genetic Psychology, 1971, 118, pp.235-44.

Mexican and Black (N = 15) monolingual and Mexican bilingual
(N = 15) Head Start children were compared at tasks
involving object constancy, naming and the use of names in
sentences. All tasks, especially nonverbal ones, were
easiest for bilinguals.

Gaardner, A.B., & Richardson, M.W. Two patterns of bilingual
education in Dade County, Fiorida. In T.E. Bird (£d.),
Foreign language learning: Research and development:
An_assessment. Northeast Conference on the Teaching of
Foreign Languages, Inc., Reports of the Working Committee,
1968.

A Florida two-way bilingual program in which Spanish- and
English-speaking children in grades 1-3 received instruction
in their native tongue during one-half of each day was
evaluated during the first three years of operation. Both
English- and Spanish-speaking pupils in the program
performed as wel'l in language arts and arithmetic as did
their corresponding groups who had studied their regular
curriculum in the monolingual control school. Experimental
pupils also made significant gains in their ability to read,
understand and deal with academic content in their native
and second language.

Gale, K.,'McClay, D., Christie, M., & Harris, S. Academic
achievement in the Milingimbi bilingual education program.
TESOL Quarterly, 1981, 15 (3), pp. 297-314,

» An Australian bilingual program in English and Gupapuyngu
was started in 1973. For four years, children from both
English-only and bilingual classes were tested for
achievemert in ovral English, English reading, creative
writing and mathe~atics. At the end of the program, the
children from bilingual classes were performing better in
seven out of ten tests than the English-only children.
(N's = 10 to 30)

Gardner, R.C., & Lambert, W.E. Attitudes and motivation in
second-language learning. Rowley: Newbury House, 1972,

A correlational study of 54 variables including attitudes,
motivation, language learning aptitudes, personality, social
and language background, language achievement and IQ of high
school students in three American cities (N's = 176, 243 and
142) and one Philippine city (N = 103) involved in learning
a second language to determine why some students learn a
foreign language better than others. Two independent
clusters of variables were idantified as important; they
were [IQ/language aptitude and attitude/motivation
(integrative vs instrumental).
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Genesee, F. The role of intelligence in second language
learning. Language Learning, 1976, 26 (2), pp.267-80.

Anglophone Quebec students from grades 4, 7 and 1] in each
of regular French-as-a-second-language courses and French
immersion courses were evaluated on a battery of French
language tests. Reading and language usage tests correlated
with IQ while listening comprehension and interpersonal

- communication skills did not. The immersion yroups scored
consistently higher than the FSL groups.

Genesee, F. Second language learning and language attitudes.
Working Papers on Bilingualism, 1978(a), 16, pp.19-41,

Students from grades 6 and 11 of immersion and regular
Montreal French programs were administered an attitude
questionnaire. In spite of extra work and no increased use
of French in the community, immersion students were happy
with the program, recommended it for others and felt
comfortable and confident with French. (N's = 65 and 86
immersion students) '

Genesee, F. A longitudinal evaluation of an early immersion
school program. Canadian Journal of Education, 1978(b),
3 (4), pp.31-50.

A summary of the findings of a longitudinal (grades 1 to 6)
evaluation of an early French immersion program in a
Montreal Protestant school board. At the end of grade 3,
despite an initial lag, immersion students equalled the
controls in English language skills. They also had
satisfactory, although not native-like, French skills and
were not retarded in their mathematics taught in French.
The pattern of results was largely sustained throughout
grades 4, 5 and 6. Results were similar for all IQ levels
and both sexes. (N's = 46 to 63 middle class children)

Genesee, F., Polich, E,, & Stanley, M. An experimental French
immersion program at the secondary school level: 1969 to
1974. Canadian Modern Language Review, 1977, 33, pp.318-32.

A comparison with English and French cqntrols of 108
Montreal Anglo children in a grades 7 to 11 late immersion
French program. There were no detrimental effects for
English literacy skills, For French interpersonal
communication skills, the immersion students performed

) better than English controls, but not as well as French
controls. No negative effects were found in mathematics and
attitudes. Interpersonal communication skills were not
related to IQ levels.
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Genesee, F,, & Stanley, M.H. The development of English writing
skills in French immersion school programs. Canadian
Journal of Education, 1976, 1 (3), pp.1-17.

0 harmful effects resulted to English writing skills of
students in both early and late French immersion programs in
ontreal. 1IQ and SES were controlled. (N's = 54 grade 4,

6 grade 6, 117 grade 7 and 86 grade 11 students)

Genesee, F., Tucker, G.R., & Lambert, W.E. Communication
skills of bilingual children. Child Development, 1975,
46, pp.1010-14. '

Native Montreal English-speaking children in two French
immersion programs were tested in English on social skills
and compared with a matched group in an English program
comparable in terms of age, SES and IQ. The immersion
groups showed more differential sensitivity in interpersonal’
communication. (N's = 11 per group)

Genesee, F., Tucker, G.R., & Lambert, W.E. An experiment in
trilingual education: Report 3. In S.T. Carey (Ed.)
The Canadian Modern Language Review, 1978, 34, pp.621-43.

This is a third-year. report comparing double-immersion
programs (Hebrew/French) in two English-speaking Hebrew-day
Montreal schools with an enriched Hebrew program with
regular FSL. Grades 2 and 4 children (N's = 48, 38) were
tested after both had been in the experimental programs for
three years. Linguistic and language academic achievement
were assessed in three languages and mathematics was
assessed in English and French. Nonverbal IQ was
controlled. 1In general, the results indicated no cause

for concern for the double immersion students.

‘Gulutsan, M. Third language learning. Canadian Modern Language
Review, 1976, 32 (3), pp.309-15.

A discussion of language programs and research directions in
Aiberta. Results by sex, grade, SES and length of residency
from a secondary analysis of data collected from a bilingual
French/English junior and senior high schools in Edmonton
are presented. ‘




151~

Hébert, R., et al. Rendement académique et langue d'enseignement
chez les el8ves franco-manitobains. Saint Boniface,
Manitoba: Centre de recherches du Collége Universitaire de
Saint-Boniface, 1976.

A study which disproved parents' fears that: (1) their

children's academic performance would be lower if they took

courses in French rather than English, and (2) a high
- proportion of instruction in French would adversely affect
command of English. N = 2144 pupils in grades 3, 6 and 9
and controls. Control variables were IQ, SES and
motivation; and dependent variables were academic
achievement in English, French, mathematics and social
studies, N

N,

\

Ianco-Worrall, A.D. Bilingualism and cognitive development.
Child Development, 1972, 23, pp.1390-1400.

A study using Vygotsky's techniques which supported
Leopold's observations on the earlier separation of word
sound from word meaning. The subjects were 30 Afrikaans/
English bilingual primary-aged children in South Africa.
Controls were unilingual in English and Afrikaans.

Jacobs, J.F., & Pierce, M.L. Bilingualism and creativity.
Elementary English, 1966, 43, pp.499-503.

A Florida study of 71 sixth- and fifth- grade children -- 20
monolingual American, 16 Greek-American, 17 Spanish-American
and 18 Czech-American. The bilinguals scored higher on the
non-verbal "uses" test of creativity, and lower on the
verbal “word meanings" test even when matched for 1Q.

Kaufman, M. Will instruction in readinyg Spanish affect ability
in reading English? Journal of Reading, 1968, 11 (7),
pp.521-7. ‘

A New York experiment involving 139 grade seven Spanish-
speaking pupils randomly assigned to a4 program teaching
reading skills in Spanish two to three hours a week and a
control program offering no instruction in Spanish. Using
control measures in IQ, age and initial reading scores, the
findings suggested some positive transfer of learning from
instruction in reading Spanish to reading ability in English
and no evidence of interference,
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Kittell, J.E. Intelligence-test performance of children from
bilingual environments. Elementary School Journal, 1963,
AN 64, pp.76-83, 4

Thirty-three bilingual children from 15 languages were
.compared with 33 unilingual children in-California on IQ and
reading tests administered in grades 3 and 5. The findings
suggest that bilingual primary children may suffer a
handicap that affects their performance on verbal
intelligence tests and reading tests. A bilingual
environment may, however, be a factor in verbal improvement
during the intermediate grades. '

Lambert, W.E., Gardner, R.C., Barik, H.C., & Tunstall, K.
Attitudinal and cognitive aspects of intensive study of a

: second language. Journal of Abnormal and Social Psychology,
1963, 66 (4), pp.358-68.

American University students at two levels of skills in
French attending a six-week French summer school in Montreal
were studied. Results supported the theory that learning a
second language depends on an appropriate

pattern bf attitudes toward the other cultural group and a
particular orientation toward language study. Anomie
chrease? for both groups of students during the course.

N = 192

Lambert, W.E., & Tucker, G.R. Bilingual education of children:
The St. Lambert experiment. Rowliey: Newbury House, 19/2.

A longitudinal investigation of academic, linguistic,
coenitive and attitudinal variables of English-Canadian
children in a Montreal primary French immersion program.

: French and English children in regular programs matched on

s, 19, SES and parents’' attitudes were used as controls. The

P immersion groups performed as well in English, French,
mathematics, creativity and cognitive functioning as the
controls. They also had good attitudes toward French people
and the program and had good self-concepts. Various
attitudes of teachers and parents were positive.

Landry, R.G. A comparison of second language learners and
monolinguals on divergent thinking tasks at ‘he elementary
school level. Modern Language Journal, 1974, 58, pp.10-15.

A comparison of elementary children in a FLES program

(N = 72) with control children on Torrance Tests of Creative
Thinking in New Hampshire. The FLES group {(learning
Span1sh§ scored highest on all six dependent variables at
grade 6, while at grade 4 similar trends fdavoring the FLES
group were obvious. Schools and students were randomly
selected, and SES and sex were controlled.
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Lapkin, S, The English writing skills of French immersion pupils
at grade five. (anadian Modern Language Review, 1982, 39
(1), pp024"330 .

Global ratings of grade five immersion and regular students’
(Total N = 98) English compositions did not differ.

Lapkin, S., Andrew, C.M., Harley, B., Swain, M., & Kamin, J. The
- immersion centre and dual-track school: A study of the
relationship between school environment and achievement in a
French immersion program. Canadian Journal of Education,
1981, 6 (3), pp.68-90.

Tests of French, English, mathematics, work study skills and
science were given to 111 immersion centre students, 164
dual-cirack immersion students and 142 regular English
program students at the grade 5 level from the Carleton
Board of Education. Immersion centre students were superior
on some French and English skills. It appeared that school
environment was more closely associated with success than
home background, parental motivation, or outside school
exposure to fFrench.

Legarreta, D. The effects of program models on language
acquisition by Spanish speaking children. TESOL Quarterly,
1979, 13 (4), pp.521-34.

Controlling for cognitive ability and Spanish dominance,
this study showed that bilingual program models with
balanced language input are most facilitative for both
Spanish and English acquisition by children. Small samples
(N's = 6 to 13) of native-speaking kindergarten children
participated in five program models, two with ESL.

Lerea, L., & Kohut, S. A comparative study of monolinguals
and bilinguals in a verbal task performance. Journal of
Clinical Psychology, 1961, 17, pp.49-52.

Two experimental groups, 30 bilinguals and 30 monolinguals,
matched in age, intelligence, sex and SES, were administered
a bilingualism questionnaire, a mental maturity scale, an
association test, a personality scale and a relearning
association test. The bilinguals learned and relearned the
association test more rapidly than the monolinguals. Study
done at Northern [1linois University.
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Lerea, L., & LaPorta, R. Vocabulary and pronunciation
acquisition among bilinguals and monolinguals.
Language and Speech, 1971, 14, pp.293-300.

Monolinguals and co-ordinate and compound bilinguals

(N = 51) attending university were required to learn two
lists of nine disyllabic Hebrew words visually and
auditorially. The average scores of both bilingual groups
were better than the monolinguals in aural vocabulary;
however, when the words were seen, the monolinguals were
superior to the compound bilinguals.

Lewis, H.P., & Lewis, E.R. Written language performance of
‘ sixth-grade children of low socio-economic status from
bilingual and monolingual backgrounds. The Journal

of Experimental Education, 1965, 33 (3), pp.237-42.

A study of 98 monolingual, 56 Chinese-bilingual and 42
Spanish-bilingual children in California matched by IQ and
of similar scholastic and SES background. Analysis of
compositions written after viewing a film without words
showed that bilingualism in general did not have an adverse
effect upon written language.

Liedtke, W.W., & Nelson, L.D. Concept formation and
bilingualism. Alberta Journal of Educational Research,
1968, _li (4), ppo§§§-32.

Two samples (N = 50 each) of Edmonton grade one pupils, one
monolingual ahd the other bilingual, were tested on a .
specially constructed Concepts of Linear Mecsurement Test
based on Piaget's test Ttems. The Dilingual sample was
better than the monolingual on the test. The vilinguals
received instruction in English and French and were brought
up in a bilingual home environment.

Lofgren, H., & Quvinen-Birgerstam, P. A bilingual model for the
teaching of immigrant children. Journal of Multilingual
and Multicultural Development, 1982, 3 (4), pp.323-31.

This is an evaluation of a bilingual program for Finnish
children. The data were Swedish and Finnish language tests,
ability tests, interviews with parents and observations by
teachers. The school achievement of the Finnish children,
especially their language ability was compared with the
achievement level of other relevant groups of pupiis. The
model was found to work well and to enhance the prospects of
Finnish pupils.
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McConnell, B.B. How are bilingual outcomes ‘influenced
by community pressures toward Tanguage shift? Paper
presented at the American Educational Research Association
annual meeting, Montreal, 1983,

Spanish-American children of migrant farm workers from two
parallel bilingual programs in opposite sociolinguistic
environments in Texas (N=45) and Washington (N=75) were )
- measured on English and Spanish vocabulary, math and English
' reading. In both sites, measures on all variables increased
according to length of program attendance. For English and
Spanish vocabulary, progress was directly related to the
different sociolinguistic characteristics of the two sites.

Macnamara, J. Bilingualism and primary education: A study of
Irish experience, Edinburgh: University Press, 1966.

Six groups of Irish primary pupils who differed in the
amount of Irish taught were tested in mechanical and problem
arithmetic and various subtests of English and Irish
language. SES, nonverbal IQ and teaching skill were
controlled. Results support the balance effect in language
learning. Teaching arithmetic in Irish to English speakers
retarded problem, but not mechanical, arithmetic and had no
effect on English. More bilingus .rish speakers were best
in Irish and woerse in English and all arithmetic. None of
%he Irish)samples matched the British sample in English,

N = 1084

Macnamara, J., Svarc, J., & Horner, S. Attending a primary
school of the other language in Montreal. In A. Simoes Jdr.
(Ed.) The bilingual child. New York: Academic Press, 1976.

Five English and four French primary schools (grades 4 to 6)
with children from the other linguistic group were tested in
language, interviewed and administered questionnaires and
sociograms. These data along with teacher-interview data
showed that in some respects an English child's going to
French school is not the same as a French child's going to
English school, '

Modiano, N, National or mother language in beginning reading: A
comparative study. Research in the Teaching of English,
1968, 2, pp.32-43.

Children from Mexico whose native languages were Tzeltal and
- Tzotzil in 13 schools were taught tQ read in their native
languages first and were compared with children who were
taught to read in Spanish., The former group learned to read
. with greater comprehension in Spanish than the latter. The
study also suggested that teach=2rs’' abjlities to communicate
and their attitudes outweigh training and educational level.
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Moody, J.L. Evaluation of the Punjabi-English class at the
Moberly Primary Annex for the 19/3-74 school year.

Vancouver: Board of School Trustees, Department of Planning
and Evaluation, 1974, #74- 18.

A small sample of Punjabi children (ages 5 to 9) were placed
in a transition program where the teacher spoke Punjabi when
necessary and the children had Caucasian buddies. When
compared with similar children in regular programs (age,
sex, length of residence and IQ controlled) they scored
higher in the areas of verbal fluency and self-concept and
the same in classroom behavior, absenteeism, vocabulary, IQ,
constants and oral language. Both groups were poor in
auditory discrimination and English articulation.

Moore, F.B., & Parr, G.D. Models of bilingual education:
Comparisons of effectiveness. Elementary School Journal,
1978. 12 (2)' Pp.93-7-

A study involving several dependent and independent
variables of 207 Title VII children of seasonal workers in
rural Texas in grades K-2 in four schools. One finding
indicated that non-bilingual classes scored significantly
¢ higher than bilingual ones in English reading and language.
' Study has several limitations.

Muller, L.J., Penner, W.J., Blowers, T.A., Jones, J.P., &
Mosychuk, H. Evaluation of a bilingual (English-Ukrainian)
program. (Canadian Modern Language Review, 1977, 33,
pp.476"85. . ’

Five Edmonton public schools offered a grade one program
with 50% instruction in Ukrainian and 50% in English,
Seventy experimental pupils, their teachers, administrators,
parents and control pupils were involved with tests and
interviews in English and Ukrainian., Participation in the
bilingual programs did -not adversely affect achievement in
regular curriculum areas. Positive attitudes were reported
as well as well-developed Ukrainian oral language skills.

Ojerinde, A, Testing for the effects of language on science
achievement of primary four pupils in Nigeria. Adolescence,
1982, 17 (66), pp.335-45,

An investigation of the effect of the medium of instruction
and medium.of examination on the achievement of children

(L) instructed in Yoruba, examined in Yoruba; (2) instructed
in Yoruba, examined in English; -(3) instructed in English,
examined in English; (4) instructed in English, examined in
Yoruba. Children in group one performed best. Urban and
rural children taught in English performed best if examined
in Yoruba. ({Total N = 597)

1€3
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Oliver, E., Corlett, C., & McKenzie, C. Wellington County
French immersion program - kindergarten and grade I,
19;5-1573. Guelph: Wellington County Board of Education,
1976. ’

Kindergarten immersion students were as ready .to enter an
English grade 1 class as control children. At grade 1,
immersion students lagged in English but performed as well
in mathematics. "IQ was controlled. (N's = 60 and 58)

Oren, D.L. Cognitive advantages of bilingual children related to
R labelling ability. Journal of Educational Research, 1981,
74 (3), pp.163-9,

This study that examined the effects of bilingualism
(coordinate and compound) and monolingualism on children's
cognitive flexibility found that the average performance of
coordinate bilingual subjects in labelling and naming tasks
was significantly better than the performance of compouand
bilingual and monolingual subjects. It was also found that
coordinate subjects were more advanced in differentiating
objects and their corresponding symbols. (Total N = 32)

Owens, T.R. Analysis of a Spanish bilingual preschool program.
5aper presented at AERA, Chicago, I11inois, April, 1§;§.

This California project provided instruction in Spanish

and English for 100 children (ages 3 to 6) over a one and
one-half year period. Parents were actively involved.
Three- and four-year-old bilingual students had better
growth in oral Spanish and oral English than the control
groups. Pre-school and kindergarten bilingual children did
better on the correct use of past tense in Spanish.

Peal, E., & Lambert, W.E. The relation of bilingualism to
ﬁ intelligence. Psychological Monographs: General and
Applied, 1962, 76 (27), pp.1-23. ‘ :

A group of monolingual and a group of bilingual 10-year-old
children from six Montreal French schools were administered
verbal and nonverbal intelligence tests, and measures of
attitudes to the English and French communities. The
bilinguals performed best on all tests, and several
explanations are suggested. A literature review is
included.

Plante, A.J. The Connecticut ’'pairing’ model proves effective
in bilingual/bicultural education. Phi Delta Kappan, 1977,
58 (5), p.427. N

Students who were dominant in Spanish benefitted greatly
from a program that taught all the basic skills in Spanish
combined with English language arts instruction. Spanish
and English academic skills, self-esteem and behavior were
measured, (N = 45 Spanish dominant children in the
experimental group and 27 in the control group.)
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Popp, L.A. The English competence of French-speaking students in
a bilingual setting. The Canadian Modern Language Review,
1976, 32, pp.365-77.

A Canadian study of the K-13 Niagara South bilingual
program, Students begin education in French with English
introduced in grade 3 and increasingly used to grade 13.
English and reading tests and an employment survey of
grade 12 students and controls showed mixed results.

(N's = 15 to 28) i

Pryor, G.C. Evaluation of the bilingual project of
Harlandale Independent School District, San Antonio,
Texas, in the first-grades of four elementary schools
during 1966-67 school year.. San Angonio, lexas: Harlandale
Independent School District, 1967.

P comparison of achievement and personal adjustment cf
Spanish-speaking students in an experimental bilingual
school environment at the first grade with traditional
English-only instruction in four schoois. The results of
the evaluation tend to reflect favourably on bilingual
instcuction.

Purbhoo, M., & Shapsdn, S. Transition from Italian. Toronto:
The Board of Education Tcr the City of joronto, Research
Department, 1975, #133.

A two-year transition proaram in kindergarten is compared to
regular classes with children of similar ethnic and SES
backgrounds. Tests, observations and teacher ratings of
language, behavior, self-concept and social interaction
showed no negative results for the transition students, and
their parents were more involved., Some additional data
suggest bilingual students have better cognitive develop-
ment. (Final N = 32 transition students)

Quinn, M.E., & Kessler, C. Science education and bilingualism.
Paper presented at the Annual Convention of the National
Association for Research in Science Teaching, Boston,
Massachusetts, April, 1980.

/ The effect of bilingualism on the ability to formulate

- - scientific hypotheses or solutions to science problens is
examined for .sixth-grade students ranging from monolingual
high SES level English-speaking children to proficient
pilingual Spanish-English low SES children. The significant
difference was found between the experiment>l and control
groups for both monolinguals and bilinguals whep comparing
the scope for quality of scientific hypotheses, with the
bilinguals scoring higher. :

.
~7?
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Rogers, R.S., & Wright, E.N., The school achievement of
kindergarten pupils for whom English 1s a second language:
A longitudinal study using data from the study of
achievement. Toronto: The Board of Education for the City
of Toronto, Research Department, 1969, #80.

A longitudinal study of 8695 senior kindergarten Toronto
pupils from 1961 to 1968 in which monolingual and bilingual
pupiis were compared. Bilinguals were found to have a
performance deficit which was overcome by grade 3.

. Rosier, P., & Farella, M., Bilingual education at Rock Point --
some early results. TESOL Quarterly, 1976, 10 (4),
pp.379-88.

An American study of 4th and 5th grade Navajo students who
learned to read in Navajo and continued to have content
instruction in Navajo while they later learned English.

- English reading test results were positive and cumulative
when compared with national norms, students in earlier ESL
programs and students in Bureau of Indian Affairs schools.
(N = 40 grade fours)

Saegert, J., Scott, S., Perkins, J., & Tucker, G.R. A note on
the relationship between English proficiency, years of
- language study and medium of instruction. Language
Learning, 1974, 24, pp.99-104.

The purpose of this investigation was to examine the
relationship between measured English-language proficiency,
years of English-language study and the use of English or
French as a medium of instruction for,samples of Arabic-
speaking Egyptians (N = 114) and Lebanese (N = 71)
university <iudents. No systematic relationship was found
between years of EFL study and English proficiency; however,
the use of a foreign language (English and French) as a
medium o’ instruction is a better overall predictor of
proficiency.

Samuels, M., Reynolds, A.G., & Lambert, W.E. Communicational
efficiency of children schooled in a foreign language.
Journal of Educational Psychology, 1969, 69 (5), pp.389-93.

Quebec English-speaking children who had received their
first two years of instruction exclusively in French were
found to be as capable as matched (SES and IQ) control
groups of monolingual English- and French- speaking
children, in encoding and decoding novel information.
IN's = 22, 28 and 23) '
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Shapson, S.M., & Day, E.M. A longitudinal evaluation of an
earily immersion program in British Columbia. Journal of
Multilingual and Multicultural Development, 1982, 3 (1),
pp.l-lﬁ.

Two cohorts of French-immersion students performed similarly
~in mathematics and English. to regular students. Immersion

students had higher levels of French achievement than

students enrolled in other types of French programs.

Initial lags in English were found in grades 1 and 2.

Positive attitudes toward French language and culture were

associated with immersion students. (N's = 19 to 46)

Shapson, S., & Kaufman, D. A study of a late immersion French
‘program in secondary school. Canadian Modern Language
Review, 1978, 34 (2), pp.186-93.

L}

A study of gﬂowth in Franch language skills and change in
attitudes of 24 grade 10 French immersion students in B.C.
French skills were better than regular grade 10 controls,
and similar to regular grade 12 controls. The immersion
students had more positive integrative attitudes.

Skutnabb-Kangas, T. Language in the process of cultural
, assimilation and structural incorporation of Tinguistic
minorities., osslyn, Va.: Nationa earinghouse for

Bilingual Education, 1979.

Three groups of Finnish children in two communities in
Sweden were studied., Finnish children from Olofstrom who
were instructed entirely in Swedish (N = 351) had the lowest
scores in Finnish picture vocabulary test as compared to
similar children from Gothenburg who were instructed in
Finnish either as subject (N = 202) or medium (N = 134).

The OlofstrOm Finnish immigrants were also performing below
average in th: Swedish language skills and school
achievement. Data also indicated that Finnish children who
started schoo! in Finnish scored higher in Swedish listening
comprehension ihan their counterparts who started school in
Swedish, '

Skutnabb-Kangas, T., & Toukomaa, P. Teaching migrant children's
mother tongue and learning the language of the host country
in the context of the socio-cultural situation of the
migrant family. Helsinki: The Finnish National Commission
for UNESCO, 1976.

A study of the importance of mother tongue teaching and

the significance of age of immigration for Finnish children
in Sweden. The extent to which mother tongue had been
developed prior to contact with Swedish (naturally in
Finland or through mother tongue teaching in Sweden) was
strongly related to how well Swedish was learned. (N = 687)
Some theory development,
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Spence, A.G., Mishra, S.P., & Ghozeil, S. Home language and
performance on standardized tests. The Elementary
School Journal, 1971, 71, pp.309-13. )

An inquiry into the relationships between home language
patterns of 146 first-grade Mexican-American pupils and
their pec-formance on a battery of standardized tests in
Arizona. Children instructed in Spanish and English at home

. had intellectual advantages over those instructed in Spanish
only, but both groups are disadvantaged in their readiness
for academic achievement.

. Spilka, I.V. Assessment of second-language performance in .
immersion programs. The Canadian Modern Language Review,
1978, 32 (5), pp.543-51.

Spontaneous speech samples were obtained from 20 fifth and
sixth graders (see Lambert and Tucker, 1972) in immersion
programs and compared with those of native speakers of '
French. The speech of non-native speakers was characterized
by a slower rate of production and simpler sentences.
However, the non-natives could adequately express themselves
in French, and their language style was as flexible as that
of French speakers. Numerous errors in sentence
completeness, gender, and verbs were made by non-natives but

- Wwith fewer errors on prepositions and pronouns. Non-natives
made more errors of all types than natives.

Stafford, K.R. Problem solving as a function of'1anguage.
Language and Speech, 1968, 11, pp.104-12.

English-speaking monolingual, and bilingual (compound and
co-ordinate) Navaho eighth grade pupils wewe compared on
problem-solving tasks with 1Q and reading comprehension
controlled. Compound bilinguals did least well of the three
groups. (N's = 20, 41, 44)

Stern, C., & Ruble, D. Teaching new concepts to non-English
speaking preschool children. 1In J.E. Alatis and X. Twaddell
(Eds.), English as a second language in bilingual education.
Washington, D.C.: Teachers of English.to Speakers of Other
Languages, 1976. '

This study examines the effect of three Headstart language

programs (Spanish, N = 5; English, N = 5; Bilingual, N = 5)

on the ability to acquire and utilize concepts for children
. of Mexican descent. There were no measurable differences

among the three groups.
[
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Swain, M. MWriting skills of grade 3 French immersion pupils.
Toronto: The Ontario Institute for Studies 1n tducation,
1479. (mimeo). .

This paper analyzes short stories written in English and
French by French immersion students compared with regular
English program students. Vocabulary skills, technical
skills, grammatical skills and creativity were examined.
The errors made by the students are discussed in detail.
Skills in writing English stories compared favorably with
control students; however, there were more errors in the
French writing than in the English writing. (N's = 40
immersion students)

Swain, M., & Burnaby, B. Personality characteristics and second
language learning in young children: A pilot study.
Working Papers on Bilingualism, 1976, 11, pp.115-28.

Ontario French immersion pupils (N = 63) were compared
with FSL. pupils (N = 68) on 9 personality character-
istics. Immersion pupils were more happy, talkative and
perfectionist. High achievement in French correlated
positively with perfectionism and negatively with
talkativeness.

Swain, M., & Lapkin, S. Beginning French immersion at Grade 8.
Orbit, 1977, 8 (4) pp.10-13.

Two classes of students {initial N = 55) in Peel County were
immersed in French in grade 8 and followed to grade 13 with
amounts of French gradually decreasing. Tests of English
reading; French reading, writing, speaking, and li.tening;
science; math; and study skills showed: (1) an early lag in
English reading and science, (2) higher level of French
proficiency, (3) better developed work skills, and (4) equal
math skills of immersion students when compared with
controls in core French programs (initial N = 54). Both
groups had favorable attitudes to immersion classes.

Swain, M., Lapkin, S., & Andrew, C.M. Etarly French immersion
later on. Journal of Multilingual and Multicultural
Development, 1981, 2 (1), pp.1-23.

The results of the French immersion program at grades 6 and
8 of the Ottawa public school system (Barik and Swain, 1975
and 1978) show that in English language skills and work
study skills, the immersion students perform as well as, or
better than English program composition groups; that in
mathematics and science, the immersion students performed as
well as compariscn groups; and that in French language
skills, the immersion students' performance is approaching
or equivalent to that of native speakers of French in some
tests of French.
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Torrance, £.P., Gowan, J.C., Wu, J.J., & Aliotti, N.C. Creative
functioning of monolingual and bilingual children in
Singapore. Journal of Educational Psychology, 1970,

..6..1'. (1)' Pp.72-5. g

A total of 1063 monolingual and bilingual Chinese and
Malayan junior-age children in Singapore were administered
the Torrance Test of Creative Thinking. The monolinguals

. excelled the bilinguals on fluency and flexibility while the
bilinguzls excelled on originality and elaboration.

Trevino, g.G. Bilingual instruction in the primary grades.
Modern Language Journal, 1970, 54, pp.255-6.

A total of 69 primary English and Spanish monolinguals in
Texas were taught bilingually for three years. Their
achievement in arithmetic (mechanical and problem solving)
when compared with national norms supports the theory that a
second language may be taught efficiently in the primary
grades without adversely affecting the normal scholastic
progress of any child,

Trites, R.L. Children with learning disabilities in primary
French immersion. C(Canadian Modern Language Review, 1976,
33 (2), pp.193-207.

R study of the type of learning disabilities found in
primary children who fail or do poorly in primary French
immersion programs (N=32) compared with seven groups varying
in language background, language of education, and
disability (matched on age, sex and IQ). 1In spite of above
average motor and sensory function, the French immersion
difficulty group performed very poorly on a complex
psychomotor problem-solving task.

Tsushima, W.T., & Hogan, T.P, Verbal abjlity and school
achievement of bilingual and monolingual children of
different ages. Journal of Educational Research,
1975, 68, pp.349-53,

Bilingual (N = 142) and monolingual {N = 265) American
children in Japan in grades 3, 4 and 5 were tested in vaerbal
ability and school achievement. Differences favoring the
monolinguals became progressively more pronounced with age
while controlling for nonverbal IQ.

Y
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Tucker, G.R., Hamayan, E., & Genesee, F.H. Affective, cognitive
and social factors in second-language acquisition.
Canadian Modern Language Review, 1976, 32, pp.214-26.

Early, late and non-immersion students in grade 7

(N's = 17, 28, 19) of middle social class were compared

on French reading, language, listening and oral tests.

Immersion students performed better than non-immersion
~students. Students who were higher motivated, had high need

achievement and had positive attitudes toward French and its

speakers performed best regardless of group. Being

adventuresome and attempting to utilize French were also

important for the late immersion students for listening and

oral French. :

Tucker, G.R., Otanes, F.T., & Sibayan, B.P. An alternate days
~ approach to bilingual education. . In J.E, Alatis (Ed.),
"Bilingualism and language contact. Washington, D.C.:

Georgetown University Press, 19/0.

The language proficiency and content mastery of grade one
students in classes instructed bilingually was compared with
those instructed monolingually in either English or Tagalog.
The bilingually instructed pupils at the end of one year
were comparable to the control students in oral English,
Pilipino reading, Pilipino science and nonverbal socia]
studies. (N = 33 bilingual students)

Veidt, F.P. German-English bilingual education: The Cincinnati
innovation. Unterrichtspraxis, 1976, 9 (2), pp.45-50.

1

A one-year study of 151 first- and second-grade pupils
enrolled in a bilingual program with German as a subject,
medium of instruction and cultural focus for 70 minutes
daily. Pre-post a:ademic test scores compared with those
of matched pupils showed equal or superior results,

Wijnstra, J.M. Education of children Qith Frisian home language.
International Review of Applied Psychology, 1980, 29,
ppoa3“600

Dutcnh language and arithmetic skills of Frisfan-speaking k-3
children in different programs from Dutch monolingual and
Dutch-Frisian bilingual schools were studied. Comparisons
with Dutch-speaking children in Utrecht were also made. At
the end of grade 3, frisian pupils from the bilingual
schools performed as well as other Frisian groups and the
Utrecht group on tests of Dutch reading and language usage.
There was no significant differences among the Frisian
groups on arithmetic tests, but they all scored lower than
the Utrecht group. A follow-up study in grade & confirmed
the earlier findings.
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